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In tr o d u c tio n
The philosophy o f education  is  a dynamic th in g —  
ever changing and grow ing. I t  has grown up over a 
p e rio d  o f ye a rs , during which many fa c to rs  have p layed  
le a d in g  p a rts  in  i t s  development. One has only to  
examine the school o f today to  understand th a t  the  
p r in c ip le s  u n d e rly in g  i t  are many and v a r ie d  in  o r ig in *  
The guid ing  philosophy o f the school a t a g iven tim e  
is  composed la rg e ly  o f the p re v a il in g  ideas and thought 
about the nature and purposes of education* The 
thought o f the lea d e rs  in  any f i e ld  has a way o f 
fo rc in g  i t s e l f  to  the fro n t  as a gu id ing  philosophy in  
th a t  p a r t ic u la r  f i e l d .  In  the development o f any 
philosophy th e re  are many fa c to rs -— re lig io u s , economic, 
p o l i t i c a l ,  and s o c ia l - - - t h a t  he lp  to  shape thought.
At a tim e when re lig io u s  in te re s ts  are supreme, i t  is  
but n a tu ra l th a t  thought in  any f i e ld  be co lored  w ith  
r e l ig io n *  Again, when men are concerned w ith  the  
establishm ent o f a government or when fo r  any reason 
governmental in te re s ts  are uppermost in  men’ s minds, 
we may expect to  f in d  p o l i t ic s  and c it iz e n s h ip  p la y in g  
a p a r t  in  eveiy  o th er f i e l d  o f thought. Th is  is  tru e  
e s p e c ia lly  o f American education and the American 
school.
P a rt I  o f th is  study tra c es  the e v o lu tio n  o f the  
philosophy un d erly in g  the American school from i t s
r e lig io u s  o r ig in  to  i t s  p resent s ta tu s  o f s o c ia l 
c o n tro l and in te g ra t io n . In  each stage o f development 
the in flu e n c e s  th a t  determ ined the u n d e rly in g  philosophy  
are p o in ted  out; and, in  a d d it io n , is  shown how the  
d if fe r e n t  p h ilo so p h ies  f i n a l l y  merged in to  a s in g le  
philosophy th a t  accounts f o r  the complex nature o f  
our present ed uca tio na l system.
P a rt I I  attem pts to  in te r p r e t  on the bas is  o f the  
philosophy o f education th a t f in a l ly  emerged, and in  
the l ig h t  o f recent thought on the s u b je c t, some o f 
the b ig g e r problems in  the philosophy o f education .
The to p ic s  d e a lt  w ith  here are c u ltu re , m orals, 
curricu lum , experience, r e f le c t io n , method, and s u b je c t-  
m a tte r . An e f f o r t  has been made to  a r r iv e  a t a c o rre c t  
and workable understanding o f these term s, which, 
today, command so im portant a p lace in  our schools.
P a rt I I I  is  a b r ie f  summary o f P a rts  I  and I I ,
P art I
The Development o f the Philosophy  
U nderly ing  the School as a 
S o c ia l In s t i t u t io n
Chapter 1
Fo re ign  Background o f American E ducation
The presen t day American school is  the  product 
of a long e v o lu tio n a ry  process. Changes in  i t  have 
r e f le c te d  the  dominant ideas o f p a r t ic u la r  perio ds  in  
the  h is to ry  o f c iv i l i z a t io n .  I t  is  a composite o f 
h e rita g e s  from both a near and a remote p a s t, and 
represents man's progress in  education since the days 
of a n t iq u ity .  To some e x te n t, the school is  s o c ie ty ’ s 
c h ie f  instrum ent fo r  passing on from one age to  another 
those aspects o f c iv i l i z a t io n  which tim e has proven to  
be o f most v a lu e . Education is  a m ajor phase o f c i v i l i ­
z a t io n ; and the school, i t s  c h ie f  agency, in  la rg e  
measure is  an expression o f the p a r t ic u la r  type o f 
c iv i l i z a t io n  which a people has evolved. Since the  
e a r ly  days o f i t s  h is to ry  the school has grown from a 
p u re ly  re lig io u s  in s t i t u t io n  to  a s o c ia l in s t i t u t io n  
second only to  the  s ta te , and in  many respects i t  is
su p e rio r to  the s ta te , since today we recognize
education as be ing  basic  to  a democratic s ta te .  The 
c h ild  has r is e n  from an humble and obedient c rea tu re  to  
a p o s it io n  o f f i r s t  importance whose every in te r e s t  
and need must be cared fo r .
Modern c iv i l i z a t io n  is  a complex a f f a i r .  I t  is
the product o f many lands and o f many peop les , however.
i t  is  p r in c ip a l ly  th e  outgrowth o f th re e  main sources—  
the  Greeks, the Romans, and the C h r is t ia n s . Of these  
c o n tr ib u tio n s  those o f Greece surpass a l l  o th e rs . To 
h e r  we are in deb ted  fo r  many o f our ideas concerning  
personal and p o l i t i c a l  l ib e r t y ,  a r t ,  ph ilosophy, and 
r e l ig io n .  The s p i r i t  o f in q u iry  and lo ve  o f le a rn in g  
among the Greeks have l e f t  to  succeeding generation s  a 
body o f l i t e r a t u r e ,  science, and philosophy th a t  has 
in s p ire d  mankind throughout the w orld . Above a l l  i t  is  
to  the Greeks th a t  we are indeb ted  fo r  the in s t i t u t io n  
o f the school.^ Rome gave o rg a n iza tio n  to  the educa­
t io n a l  content th a t  she captured from Greece. Too, she
1 . Clapp, Chase, and M errim an. " In tro d u c tio n  to
E ducation . Ginn and Company, iïiew York C ity .  1929 
Pp. 3 -  14 .
gave to  us h e r law  and government and combined the  
va ry in g  elements o f m any peoples in to  a s in g le  empire 
and gave to  them a common language, a r t ,  r e l ig io n ,  and 
c u ltu re . Among the g re a te s t o f Rome's c o n tr ib u tio n s  
is  the L a t in  language, which remained as the  language 
o f scho larsh ip  fo r  many ce n tu rie s  a f t e r  the f a l l  o f the  
Roman em pire, and which was the bas is  f o r  the e s tab lish *  
ment o f the L a t in  grammar school. One o f Rome’ s 
g re a te s t in d ir e c t  c o n tr ib u tio n s  l i e s  in  the fa c t  th a t  
she m ain ta ined  peace and order throughout h e r em pire, 
thus paving the way fo r  C h r is t ia n i ty - -« th a t  element in  
the h is to ry  o f c iv i l i z a t io n  which forms the connecting  
l in k  between the  o ld  o rder and the new. C h r is t ia n ity
i t  was th a t  preserved  c i v i l i z a t io n  from the Germanic 
b arb arian s  th a t  swept over the country a f t e r  the f a l l  
of the  Roman empire* A f te r  Rome co llap sed  progress  
i n  the an c ien t w orld  almost ceased* C la s s ic a l Greek 
was fo rg o tte n  and L a t in  became c o rru p t. The school 
as an in s t i t u t io n  d isappeared. Out o f th is  wreck 
C h r is t ia n ity  preserved enough f o r  l a t e r  g en era tio n s  to  
construct the main o u tlin e s  o f what we o f today know as 
c iv i l i z a t io n .  In  a d d it io n , C h r is t ia n ity  gave to  the  
w orld  a re lig io u s  l i t e r a t u r e  th a t  has ever had im portant 
ed ucatio na l c o n s id e ra tio n s ,^
2. Clapp, Chase, and M errim an, " In tro d u c tio n  to
E d u c a tio n ,"  Ginn and Company, Jiiew York C ity .  1929, 
Pp. 14 -  21.
A f te r  about te n  c e n tu rie s , o r during the th ir te e n th  
and fo u rte e n th  c e n tu rie s , th ere  came a p e rio d  o f e n lig h t-  
ment th a t m anifested  i t s e l f  in  r e l ig io n ,  l e t t e r s ,  and 
sc ience. These th ree  movements are known today as the  
P ro te s ta n t Re fo rm ation , the Renaissance, and S c ie n t i f ic  
In q u iry . The Renaissance aimed a t a re v iv a l o f the  
study o f c la s s ic a l l i t e r a t u r e  as a means to  the develop­
ment o f a new in t e l le c t u a l  l i f e .  W hile to  some ex ten t 
th is  study re s u lte d  in  an id e a l is t ic  ancestor w orship, 
i t s  c h ie f  va lue  l ie s  in  the fa c t  th a t i t  sought means 
to  a new l i f e  and a new e d u c a tio n ---a  l ib e r a l  education
*z
as opposed to  sc h o las tic is m . The R eform ation d id  fo r
3 . Monroe, P a u l. "A B r ie f  Course in  the  H is to ry  o f  
E d u c a tio n ."  The M acm illan  Company, Hew York C ity .  
1932. Pp. 167 -  174 .
r e l ig io n  what the  Renaissance had done f o r  c u ltu re . I t  
was concerned w ith  s p i r i t u a l  va lues where the Renais­
sance had been concerned w ith  c u ltu r a l  v a lu e s . I t  
began as a p r a c t ic a l  movement to  r id  the church o f i t s  
many abuses. I t s  most s ig n if ic a n t  outcome, in  so f a r  
as education  is  concerned, was the re c o g n itio n  o f the
fa c t  th a t  each man had the  in h eren t r ig h t  to  in te r p r e t
4the s c rip tu re s  according to  h is  own reason. These
4 . Ib id .  Pp. 189 -194 .
movements, as noth ing  had in  the p a s t, s t i r r e d  men’ s 
souls and s tim u la te d  t h e i r  m inds. Man became in te re s te d  
in  a r t ,  l e t t e r s ,  in d u s try , commerce, and e x p lo ra tio n .
In  f a c t ,  the  d iscovery and c o lo n iz a tio n  o f America, h e r  
c iv i l i z a t io n ,  and ed u ca tio n a l system are outgrowths o f 
t h is  awakening.^
5. C ubberly, B .P . "P ub lic  E ducation  in  the U n ited  
S ta te s ."  Houghton M i f f l i n  Company, Hew York C ity .  
1919. Pp. 4 - 9 ,
What d id  these movements do fo r  man? They gave 
him confidence and in te r e s t  in  h im s e lf; h is  thoughts  
were tu rned  from the h e re a f te r  to  the  here and now, and
f o r  th e  f i r s t  tim e he became in te re s te d  in  h is  e a r th ly  
l i f e .  He w itnessed the founding o f schools and 
u n iv e rs it ie s , and saw the beginning o f s c h o la rs h ip . 
P r in t in g  and paper were inven ted* Man became in te re s te d  
in  the  c u ltu re  o f Ancient Greece, and as a re s u lt  
p ro fessorsh ips  o f Greek were e s ta b lis h e d  in  the le a d in g  
co u n tries  o f w estern Europe.
Perhaps the  most s ig n if ic a n t  ed u ca tio n a l re s u lt  o f 
the awakening was th a t i t  paved the way f o r  a new type  
of school— -th e  c la s s ic a l secondary school. The 
cu rricu lum  o f th is  new school was based on the c u ltu re  
of ahcien t Greece as revea led  by the I t a l ia n s  during  
the Renaissance. This school was the fo re ru n n e r o f the  
modern secondary school, and as such, i t  marks the  
f i r s t  attem pt a t education o th er than th a t  dominated 
by the  Church. I t s  e f fe c t  on education can be estim ated  
from the fa c t  th a t  from about 1450 to  1350 i t  was the
g
dominant type o f school in  Europe. The c la s s ic a l
6 . Ib id .  P 6.
secondary school was the f i r s t  f r u i t s  o f modern secondary 
education as d is tin g u ish e d  from m ediaeval church educa­
t io n ,  And i t  is  w e ll to  note here th a t  i t  was the  
type o f school th a t  our e a r ly  P ilg r im  fa th e rs  brought 
w ith  them to  New England.
Another s ig n if ic a n t  educatio na l re s u lt  o f the
8
in t e l le c t u a l  awakening was the  attem pt made by L u th e r  
and others a t personal s a lv a tio n  or the r e v o lt  ag a in s t 
the Church as sole a u th o rity  in  m atte rs  p e r ta in in g  to  
s a lv a t io n . In  o th e r words, L u th e r and h is  fo llo w e rs  
m ain ta ined  th a t  the a u th o rity  o f the  B ib le  should  
supplant th a t  o f th e  Church, which meant in d iv id u a l  
r e s p o n s ib il ity  in  s p ir i t u a l  m atters  in s te a d  o f the  
c o lle c t iv e  re s p o n s ib il ity  o f the Church. Th is  in  tu rn  
meant th a t i t  was necessary fo r  a l l  to  be able to  read  
th a t  they m ight p e rs o n a lly  in te r p r e t  the B ib le ,  I f  th e  
Church alone was responsib le then only the Church 
o f f ic i a ls  o r c le rg y  need be educated, but i f  each person  
was in d iv id u a lly  responsib le fo r  h is  s a lv a tio n  then a l l  
must be educated. Th is neces s ita ted  a new type o f 
school, the elem entary, to  take care o f the masses, in  
th is  sense the elem entary school is  e s s e n t ia lly  an out­
growth o f the  P ro te s ta n t Reform ation, and f o r  the f i r s t  
tim e in  the h is to ry  o f education , we note the id e a  o f 
u n iv e rs a l education although the p r in c ip le s  un derly ing  
i t  are r a d ic a lly  u n lik e  those th a t  form the basis  o f  
modern u n iv e rs a l education . Thus two types o f schools 
had t h e i r  o r ig in  in  the aw aken ing ---the  c la s s ic a l  
secondary school and the elem entary school. Th is  id e a  
s t i l l  p re v a ils  in  Europe— the secondary school fo r  
the classes and the  elem entary school f o r  the masses—  
and between them th ere  is  p r a c t ic a l ly  noth ing in  common. 
W hile th is  genera l p lan  has been fo llo w ed  in  America,
we have gone a step fu r th e r  and merged the two in to  a
7
cammon system fo r  a l l .
Ib id .  P 10 .
In  th e  preceding paragraphs i t  has been p o in ted  
out how vario u s  in flu e n c e s  gave r is e  to  the vario u s  
types o f schools, and in  each case i t  was shown how the  
p a r t ic u la r  type o f school was a d ire c t  ire s u it  o f the  
in flu e n c e s  th a t le d  to  i t s  es tab lish m en t. C le a r ly  
th re e  types o f school emerge, each based on a d if fe r e n t  
ph ilosophy. They are: f i r s t ,  the  c la s s ic a l o r L a t in -
Grammar School, based on the philosophy th a t  every th in g  
w orthw hile  in  l i t e r a t u r e ,  a r t ,  e t c e te ra  had happened 
in  the  p a s t, hence we f in d  a curricu lum  made up w holly  
o f c la s s ic a l m a te r ia ls ;  second, th e  school dominated by 
the  Church and founded on the philosophy th a t  the  
Church was sole a u th o rity  in  re lig io u s  m a tte rs , and 
hence education was fo r  the few who were to  become 
m in is te rs  or Church o f f ic ia ls ;  and t h ir d ,  th e  elem entary  
school, founded on the philosophy th a t each in d iv id u a l  
was p e rs o n a lly  responsib le  fo r  h is  own s a lv a tio n  and 
had the r i ^ t  to  in te r p r e t  the B ib le  as he saw f i t ,  and 
hence, education fo r  the masses.
In  a d d it io n  to  these th re e  types o f schools the  
Greeks, the Romans, the C h r is t ia n s , the Renaissance, and 
the Refczm ation have l e f t  t h e i r  im p rin t on education  in
10
o th e r ways. The Greeks were the f i r s t  people to  recog­
n ize  the va lue  o f education  as a means o f developing  
the in d iv id u a l.  They gave content to  education , p laced  
a s o c ia l emphasis on i t ,  and expressed i t  in  te m s  of 
present l i f e .  To them education was l ib e r a l  and 
in d iv id u a l is t ic .  W ith  the r is e  o f Rome to  power edu­
c a tio n  took a new tu rn . I t  lo s t  i t s  s o c ia l and in d iv i ­
d u a lis t ic  im portance and became extrem ely fo rm a l.
T h e irs  was a p r a c t ic a l  education th a t cen tered  around 
questions o f m o ra lity  and personal conduct. I t  f a i le d  
to  have v i t a l  connection w ith  the cu rren t l i f e ,  conse­
quently  education  degenerated to  a low le v e l .  As has 
already been s ta te d , the  C h r is t ia n  Church came to  the  
rescue and remained the dominant educational in flu e n c e  
throughout the M iddle Ages. To the C h r is t ia n s , educa­
t io n  and m o ra lity  were p r a c t ic a l ly  synonomous term s. 
Hence, education  became a d is c ip lin a ry  process o f t r a in ­
in g  p rep ara to ry  to  e n te rin g  the serv ice  of the  church. 
L i fe  in  the w orld  as an aim gave way to  p re p a ra tio n  fo r  
a l i f e  in  the realm beyond the s k ie s . W ith  the coming 
o f the Renaissance education took a c la s s ic a l tu rn . At 
f i r s t  i t  was a re v iv a l o f the l ib e r a l  education  o f the  
Greeks as a means o f personal development. L a te r  i t  
became in t e l le c t u a l  and fo rm al, and served m erely as a 
d is c ip lin e  fo r  the in d iv id u a l.  The content o f Renais­
sance education was r e s t r ic te d  to  the Greek and L a t in  
languages. The Reform ation, d ire c te d  as i t  was at
11
p u r ify in g  th e  Church, caused education  to  again  take  
a m oral tu rn . I t s  emphasis on reason and in d iv id u a l  
in te r p r e ta t io n  o f the s c rip tu re s  made u n iv e rs a l educa­
t io n  necessary. But where the Renaissance had empha­
s ized  the  study o f L a t in  and Greek L i te r a tu r e ,  the
Reform ation emphasized the study o f the B ib le ,
8
cat chi sms, and re lig io u s  l i t e r a t u r e .
8 , Monroe, P a u l, "A B r ie f  Course in  the H is to ry  o f 
E d u ca tio n ."  The M acm illan  Company, Hew York C ity  
1932. Pp. 78, 99, 157, 188, and 214.
Thus by the beg inn ing  o f the seventh ce n tu ry ,I
g numerous th e o r ie s  as to  the nature and purposes o f
® education had been t r ie d  out; the l ib e r a l  education  o f
M
g the Greeks, the p r a c t ic a l  education o f the Romans, the
d is c ip lin a ry  education o f the Renaissance, and the  
u n iv e rs a l re lig io u s  education o f the R eform ation . A l l  
these l e f t  t h e i r  im p rin t on European education , and to  
a la rg e  e x te n t, determ ined the nature o f the f i r s t  
American schools as w e ll as e x e rtin g  a tremendous 
in flu e n c e  throughout the whole e v o lu tio n  o f our school 
system.
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C hapter I I  
The R e lig io u s  Conception o f E du catio n
An European background u n d e rlie s  the beginnings o f  
the  American schoo l. The f i r s t  s e t t le r s  who came to  
th is  country brought w ith  them the f r u i t s  o f the  
Renaissance and the R eform ation as they had f i n a l l y  
taken  roo t in  Europe. The Renaissance had tu rn ed  men 
to  a n t iq u ity  f o r  the content o f ed u ca tio n . The Reforma­
t io n  had brought the id e a  o f personal re s p o n s ib il i ty  
in  r e lig io u s  m atte rs  and the consequent n e cess ity  o f 
u n iv e rs a l ed uca tio n  th a t  a l l  m ight be ab le  to  read and 
in te r p r e t  the B ib le .  From these id eas  sprang the  
C la s s ic a l o r L a t in  Grammar School which was sa tu ra ted  
w ith  r e lig io u s  p r in c ip le s . In  b r ie f ,  th is  c o n s titu te s  
the ed u c a tio n a l thought th a t  the e a r ly  c o lo n is ts  
brought w ith  them to  America and out o f which our edu­
c a t io n a l system was d e s tin ed  to  ev o lv e . For a number 
o f ye ars  C o lo n ia l America was a m in ia tu re  England on 
th is  side o f the  ocean. E n g lis h  customs, t r a d i t io n s ,  
churches, schools, governments, and s o c ia l co n d itio n s  
took roo t and th r iv e d  in  the c o lo n ie s , and f o r  maæy 
years  they shaped every aspect o f c o lo n ia l l i f e .
However, In  th e  course o f tim e , the new and u n tr ie d  
co n d itio n s  o f c o lo n ia l l i f e  re q u ire d  th a t  the o ld  form  
o f l i f e  be adapted to  new needs. Some could not be 
adapted to  the  new demands, and, as a r e s u lt ,  e n t ir e ly
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new customs and p ra c tic e s  supplanted the o ld . In  
th is  way the  co lon ies  came to  he d i f f e r e n t  not only  
from England but a lso from  each o th e r.^
1 . Cubberly, B .P , "P ub lic  Education  in  the U n ited  
S ta te s ."  Houghton M i f f l i n  Compary, New York C i t y . 
1932. Pp. 11 -  15 ,
Clapp, Chase, and Merrim an, " In tro d u c tio n  to  
E d u catio n ."  Ginn and Company, Hew York C ity . 1929. 
P . 42 .
W hile the g re a te r  number o f the e a r ly  s e t t le r s  
came from co u n tries  th a t embraced some fo m  o f the  
P ro te s ta n t f a i t h  and, among o th er reasons, came to  
th is  count ly  th a t  they might enjoy re lig io u s  fre e  don, 
i t  must not be fo rg o tte n  th a t o th er fa c to rs  helped to  
in flu e n c e  t h e i r  a t t itu d e s  toward education . P o l i t i c a l  
persecu tions a t home and the d es ire  fo r  lan d  and econo­
mic g a in  caused many to  r is k  the p e r i ls  o f p io n eer l i f e .  
Geographic in flu e n c e s , such as c lim a te , s o i l  c o n d itio n s , 
fo re s ts , harbors, r iv e r s ;  and th e  p h ys ica l contour o f  
the lan d , the country from which they came, the m otives  
th a t prompted t h e i r  coming, the nature o f th e  s e t t le r s  
them selves, a l l  p layed  t h e i r  p a rt in  determ in ing  the 
type o f education  th a t  was to  p re v a il  in  the d i f fe r e n t  
c o lo n ie s . These, p lus  the re lig io u s  m otive, d e f in i te ly  
shaped American education  during the C o lo n ia l p e rio d .
On the  b a s is  o f these fa c to rs  th ree  d is t in c t  types o f 
education sprang up in  the Colonies; ( l )  i n  the  Hew
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England C o lon ies , as ty p e f ie d  by M assachussetts , (2 )  
in  the M id d le  C o lon ies , as ty p e f ie d  by P en n sy lvan ia , 
and ( 3 ) in  th e  Southern C o lon ies , as ty p e f ie d  by 
V ir g in ia .
The P u r ita n s  o f M assachusetts came to  th e  Hew 
W orld to  escape r e l ig io u s  and p o l i t i c a l  p e rs e c u tio n  
h a te fu l to  them, and in  o rder th a t  they m ight adopt 
the form o f re l ig io u s  worship they d e s ired  and thereby  
enjoy r e l ig io u s  freedom . They s e t t le d  in  a country  
in den ted  by numerous h i l l s  and v a l le y s .  N e ith e r  c lim a te  
nor s o i l  was conducive to  p la n ta t io n  l i f e  o r a g r ic u ltu r e .  
Consequently, numerous sm all towns sprang up w ith  a 
form o f government th a t  was r e l ig io u s  in  c h a ra c te r . And 
since Church and S ta te  were u n ite d  i t  was only n a tu ra l 
th a t  ed u ca tio n  should be o f a r e lig io u s  na ture  and a t 
the same tim e serve s ta te  ends. To the p ious P u r ita n  
i t  was th e  r ig h t  o f each c h ild  to  be brought up to  
some form o f r e lig io u s  in s t r u c t io n .  At f i r s t  the  e f f o r t s  
to  f u l f i l l  t h is  r ig h t  were p u re ly  v o lu n ta ry  and o f a 
p r iv a te  n a tu re , u s u a lly  be ing  l e f t  in  the hands o f 
p a re n ts . T h is  method proved inadequate to  s a t is fy  the  
deep r e l ig io u s  z e a l o f the  P u r ita n , P aren ts  were not 
m ind fu l o f t h e i r  e d u ca tio n a l d u tie s . As a r e s u l t ,  the  
Church, a c tin g  through i t s  se rv an t, the S ta te , secured  
the  passage o f the "Law o f 1 6 4 2 , t he main p ro v is io n
2 . For a f u l l e r  d iscu ssio n  o f the laws o f 1642 and
1647 see Clapp, Chase, and M errim an. " In tro d u c tio n  
to  E d u c a tio n ."  Ginn and Company, New York C ity ,  
1929. Pp. 54 -  56.
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Of whioh re q u ire d  th a t  a l l  c h ild re n  be taught to  read . 
F iv e  years  l a t e r  the "Law o f 1647" re q u ire d  th a t  each 
community e s ta b lis h  and m a in ta in  a schoo l. W hile the  
dominant purpose fo r  m a in ta in in g  schools and teach in g  
a l l  c h ild re n  to  read was f o r  r e lig io u s  ends, y e t  a more 
s ig n if ic a n t  philosophy i s  emerging, namely, th a t  the  
w e ll being o f the s ta te  depends upon the u n iv e rs a l  
education  o f i t s  youth , th a t  the p a re n t i s  o b lig a te d  to  
fu rn is h  th is  education , and th a t  the S ta te  may compel 
him to  do so. In  a sense these p ro v is io n s  are o ff-s h o ts  
o f the  main purpose, r e l ig io n ;  n e v erth e le ss , they were 
to  be made much o f in  the fu tu re  development o f educa­
t io n ,  and in  them may be seen the germs o f our u n iv e rs a l 
school system o f today.
In  P ennsylvan ia  and o th e r M idd le  C o lon ies , th e re  
was a m ixtu re  o f r a c ia l  s tocks. The people were a l l  
P ro te s ta n t in  f a i t h ,  but they represented  many d i f fe r e n t  
sects and creeds. They b e lie v e d  in  personal s a lv a t io n  
and the  n ecess ity  o f be ing  able to  read and in te r p r e t  
the B ib le .  Hence they saw the need o f e s ta b lis h in g  
schools, but u n lik e  the P u r ita n s , they made no appeal 
to  the  S ta te . The re s u lt  was th a t  i t  became the p ra c tic e  
fo r  the v a rio u s  sects to  assume r e s p o n s ib il ity  f o r  
the estab lishm ent o f schools. These schools were 
p r iv a te ly  supported and were under the c o n tro l o f the  
Church. Support was o fte n  secured in  the fo m  o f 
assessments, su b s c rip tio n s , g i f t s ,  and t u i t io n  fe e s .
Again the r e lig io u s  element is  dominant:,, bu t the s ig n i-
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f ic a n t  p o in ts  to  note here are the absence o f s ta te  
in te r e s t  in  education  and the p r in c ip le  o f p r iv a te ly  
supported o r p a ro c h ia l schools. T h is  type o f school 
continued in  mainy co lo n ies  throughout the C o lo n ia l 
p e rio d  and even today e x is ts  s ide by side w ith  our 
p u b lic  ta x -s u p p o rted  schools.
The V ir g in ia  C o lo n is ts  came to  the Hew W orld not as 
d isse n te rs  o f th e  E s ta b lis h e d  Church in  England but f o r  
th e  lo ve  o f adventure and f o r  economic g a in . The c lim a te  
and geographic co n d itio n s  were not conducive to  a compact 
group l i f e  such as was found in  New England. The lan d  
was le v e l  and f e r t i l e  and was p e n e tra te d  by many deep 
r iv e r s .  The country was w e ll  adapted to  a g r ic u ltu r e .  
A ccord ing ly , a form of p la n ta t io n  l i f e  sprang up, and 
w ith  i t  a landed  a r is to c ra c y  o f country gentlemen as 
w e ll as a s lave c la s s . As is  to  be expected, the  landed  
o r p la n te r  c lass  became the c o n tro l l in g  power o f govern­
ment, r e l ig io n ,  and s o c ia l l i f e .  Thus government in  
V ir g in ia  was a r is to c r a t ic  which made fo r  two d is t in c t  
classes in  s o c ie ty -— the landed p la n te r  c lass  and the  
la b o r in g  c lass  o r s la ve s . As a re s u lt  these Southern  
C o lo n is ts  were in d i f f e r e n t  to  education  and m erely  
adopted c u rre n t E n g lis h  p ra c t ic e s . C h ild re n  o f the  
w ealthy were in s tru c te d  p r iv a te ly  o r sent to  England fo r  
ed ucatio n . The poorer c lasses depended on ap p re n tic e ­
ship or pauper and c h a r ity  schools. Thus a p art from  
both  Church and S ta te  the  t h i r d  type o f C o lo n ia l educa-
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t îo n  arose . As had been th e  case in  England, the  
u n d e rly in g  philosophy is  th a t  based on c la s s . Govern­
ment l e f t  to  th e  w e l l- to -d o  paren t the r e s p o n s ib il ity  
o f educating  h is  c h ild re n . P u b lic  o r s ta te  ed ucatio n , 
i f  th e re  was such, was d ire c te d  to  the needs o f orphans 
and c h ild re n  o f paupers. T h is  the S ta te  could p ro v id e  
or not p rov ide  a t w i l l ;  i t  was under no o b lig a t io n  to  do 
so. E ducation  was regarded not as a n e c e s s ity , but as a 
lu x u iy  f o r  those who could  a f fo rd  i t .
"On th e  whole the re lig io u s  m otive fo r  education  
and the church as an agency fo r  prom oting i t  were le s s  
e f fe c t iv e  than  in  the O olonies o f the  M id d le  and N orthern  
g ro u p s ;--— -- -s c h o o ls  in  genera l were not the govern­
m ent’ s concern, and the  fo s te r in g  o f them was l e f t  to  
p r iv a te  and p h ila n th ro p ic  a g e n c ie s ."3
3 . Ib id .  P . 48
Suclk, i n  g e n e ra l, are the types o f education  th a t  
p re v a ile d  throughout the  C o lo n ia l p e rio d  o f American 
ed u ca tio n . L e t us tu rn  to  a more d e ta ile d  a n a ly s is  o f  
the  philosophy u n d e rly in g  them. F i r s t  o f a l l  r e l ig io n  
was the dominant m otive in  a l l  in s t r u c t io n .  To be ab le  
to  read and understand the B ib le  was the end o f in s tru c ­
t io n  in  the e lem enta iy  school. H igh er ed uca tio n  had 
p r a c t ic a l ly  the so le  aim of t r a in in g  m in is te rs  f o r  th e  
churches. W ith  these aims in  v iew  i t  is  easy to  con­
ceive o f the nature  o f in s tr u c t io n . The p u p il  prepared  
d e f in i t e ly  assigned lessons from h is  re l ig io u s  te x t ­
book, u s u a lly  the Horn Book, the B ib le , the Hew England
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P rim er, o r a L a t in  te x t *  He had no freedom, fo r  h is  
assignments and r e c ita t io n s  were in  the form o f a 
catechism * D is c ip lin e  was severe, as the  p revalence o f 
w hipping posts w i l l  a t te s t *  Teachers, w h ile  in  many 
cases they were w e ll  educated, were u s u a lly  se lec ted  on 
the b a s is  o f t h e i r  a b i l i t y  to  in te r p r e t  the B ib le  and 
m a in ta in  order in  th e  classroom* I t  may be s a id  t r u t h ­
f u l l y  th a t  the need fo r  education  arose from the p re ­
v a i l in g  id eas  about r e l ig io n  and th a t  the  na tu re  o f 
those id eas  determ ined the content o f su b je c t m a tte r  
and the methods o f in s tru c t io n *  The s o c ia l fu n c tio n  o f 
the school was y e t  to  be lea rn ed *
The school o f today is  in deb ted  f a r  more than we 
sometimes th in k  to  the C o lo n ia l p e rio d * I t  was during  
th is  p e rio d  th a t  many o f the p ra c tic e s  in  p resent day
4
ed ucatio n  o r ig in a te d *  In  C o lo n ia l Hew England law s,
4* See the laws o f 1642 and 1647*
the d o c trin e  th a t  education  must be u n iv e rs a l, th a t  th e  
S ta te  had a u th o r ity  to  provide schools f o r  th is  purpose 
and had power to  enforce a general ta x  fo r  t h e i r  support 
f i r s t  o r ig in a te d , a lthough many years  passed before  i t  
became a g e n e ra lly  accepted p o lic y . P r iv a te  and paro­
c h ia l  schools had t h e i r  in c e p tio n , and the study o f  
L a t in  d e f in i t e ly  found i t s  p lace  as a su b jec t o f in s tru c ­
t io n .  A review  o f our present school system w i l l  re v e a l 
the  fa c t  th a t these C o lo n ia l c o n tr ib u tio n s  are s t i l l
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embodied in  our e d u c a tio n a l system.
A f te r  about 1750 changes began to  take  p lace  in  
C o lo n ia l l i f e  th a t  were u lt im a te ly  to  have g re a t i n f l u ­
ence on the  fu tu re  development o f ed u ca tio n , S e t t le r s  
were no lo n g e r h arrassed  by the In d ia n s . New co lon ies  
were founded by younger men who knew not the  o ld  
re lig io u s  z e a l o f t h e i r  fa th e rs . C o lo n is ts  became in ­
te re s te d  in  in d u s try  and commerce* These in flu e n c e s  to ­
g e th e r w ith  the f r o n t ie r  l i f e  o f the  in la n d  s e ttlem en ts  
made p r a c t ic a l  a c i v i l  government ra th e r  th an  the o ld  
type o f r e l ig io u s  government, and a t the same tim e they  
helped to  weaken th e  h o ld  o f r e l ig io n  upon th e  peop le . 
In  o th e r words, the in te r e s ts  o f man were beg inn ing  to  
s h i f t  from r e l ig io n  to  s e c u la r a f f a i r s ,^
5, C ubberly , E ,P , "P u b lic  E ducation  in  the U n ited  
S ta te s ."  Houghton M i f f l i n  Compare, New York C ity .  
1919. Pp. 37 -  46 .
As to  how these in flu e n c e s  m an ifested  them selves  
in  the school, perhaps M assachusetts a ffo rd s  th e  best 
example. We have seen how the P u rita n s  e s ta b lis h e d  th e  
town as a u n it  o f lo c a l  government, how i t  served bo th  
re lig io u s  and s e c u la r purposes, and how the school was 
a d ir e c t  outgrowth o f th is  re lig io u s  town. The new 
in te r e s ts  o u tlin e d  in  the preced ing  paragraph com pletely  
changed th e  c h a ra c te r  o f th is  form o f government. The 
towns grew in  s ize  and number, thus d e s tro y in g  t h e i r  
o r ig in a l  compactness. The c e n tra l m eeting house was no 
lo n g e r p r a c t ic a l  as a common m eeting place--«common to
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a l l  people and f o r  a l l  purposes. Consequently, town 
h a l ls  were b u i l t ,  and g ra d u a lly  s ta te  and p o l i t i c a l  as 
w e ll  as ed u c a tio n a l a f f a i r s  were t ra n s fe r re d  to  them.
T h is  town h a l l  became the  c e n te r  o f a d i s t r i c t  which  
supported i t s  government and i t s  schools by le v y in g  a 
ta x  on th e  c it iz e n s  in  the d i s t r i c t .
Nor were these in flu e n c e s  m an ifes ted  s o le ly  in  
M assachusetts , P r a c t ic a l ly  ev e iy  o th er Colony was 
e x p e rie n c in g  s im ila r  changes, a lthough not n e a rly  so 
pronounced as were those in  M assachusetts, In  the  
M idd le  and Southern Colonies the t r a d i t io n a l  E n g lis h  
p ra c tic e s  had proved them selves inadequate to  meet the  
needs o f C o lo n ia l l i f e ;  but the b e l ie f  th a t  education  
should be l e f t  to  p r iv a te ,  p h ila n th ro p ic , and re lig io u s  
e f f o r t s  delayed the acceptance o f p u b lic  ta x -s u p p o rted  
schools in  the  M id d le  C olonies fo r  many y e a rs ; w h ile  
in  the  Southern C olonies the c lasses in  s o c ie ty  and th e  
id e a  o f pauperism th a t  was connected w ith  p u b lic  educa­
t io n  made common ta x -s u p p o rte d  schools im possib le  u n t i l  
l a t e  in  th e  n in e te e n th  c e n tu ry . Taking the  case o f 
M assachusetts as ty p ic a l  o f  the new e d u c a tio n a l in flu e n c e s  
and b e a rin g  in  mind th e  exceptions noted above, we note  
th e  fo llo w in g  g e n era l tren ds; namely, the  s e p a ra tio n  o f 
Church and S ta te , and th e  conception o f ed ucatio n  as a 
fu n c t io n  o f the  S ta te  and not o f the Church, The 
v a rio u s  p ra c tic e s  th a t  were tra n s p la n te d  in to  the co lo n ies  
from th e  M other Country had f a i le d  m iserab le  in  m eeting
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the  changing and growing s p i r i t  o f C o lo n ia l l i f e .  As 
a r e s u lt ,  we f in d  the C o lo n is ts  seeking new ed u c a tio n a l 
va lu e s— ones th a t  are  adapted to  the  needs o f American 
l i f e .  In  th e  l a t t e r  ye a rs  o f the  e ig h te e n th  c e n tu iy  
the tren d s  m entioned above were w e ll  under way in  the  
New England Colonies only to  be g iven  a se rio u s  se t­
back by the  War f o r  Independence.
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C hapter I I I
The P o l i t i c a l  M o tive  in  E d u catio n ,
E d u catio n  f o r  C it iz e n s h ip
I t  i s  not necessary to  delve very  deeply in to  the  
h is to ry  o f ed uca tio n  to  understand the p a r t  th a t  p o l i t i ­
c a l fo rc es  have p layed  in  shaping the  e d u c a tio n a l system  
o f a c o u n try . In  A ncient Greece th e  A thenians recognized  
the in te r p la y  o f p o l i t i c a l  fo rc e s  on t h e i r  ed u c a tio n a l 
system. Here the in d iv id u a l ’ s s ta tu s  as a c i t iz e n  
determ ined th e  c h a ra c te r  o f h is  ed u ca tio n . The man who 
e x h ib ite d  no in te r e s t  in  p u b lic  a f f a i r s  was regarded  
as a dangerous and useless c h a ra c te r . The C h r is t ia n  
ed ucatio n  o f the  M id d le  Ages d e riv e d  i t s  m ain content 
from i t s  conception  o f  the in d iv id u a l 's  r e la t io n  to  th e  
Church and the e c c le s ia s t ic a l  S ta te , E d u ca tio n  during  
the Renaissance and R eform ation  d e riv ed  i t s  c h ie f  aims 
and pruposes from th e  in d iv id u a l as a member o f so c ie ty  
and from  th e  re l ig io u s  conception o f the S ta te ,  D uring  
the  e a r ly  days o f the Roman Em pire, educatio n  was v i t a l l y  
connected w ith  governm ental and s o c ia l is s u e s , bu t w ith  
the d e c lin e  and f a l l  o f the  Empire th e re  was a correspon­
ding re lap se  in  ed u ca tio n  because the school severed i t s  
connection  w ith  s ta te  and s o c ia l is s u e s . Thus, since  
i t s  e a r l ie s t  h is to ry , education  has to  some e x te n t been 
in flu e n c e d  by p o l i t i c a l  fo rces  and has concerned i t s e l f  
w ith  th e  in d iv id u a l as a member o f a s ta te  a r  s o c ie ty .
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I t  is  th is  conception o f education  th a t  was ta k in g  roo t 
in  American du ring  the l a t t e r  years  o f the e ig h te e n th  
ce n tu ry , and which has since th a t  tim e continued to  
m an ife s t i t s e l f  throughout our e d u ca tio n a l system*
The p e rio d  o f ye a rs  from the close o f th e  American 
R ev o lu tio n  to  th e  founding o f the N a tio n a l Government 
i n  1789 has been f i t t i n g l y  c a lle d  the " C r i t ic a l  P e rio d  
o f American H is to r y ,"  Nor was i t  le s s  c r i t i c a l  from  
the  s tandpo in t o f ed u ca tio n . L i t t l e  thought was g iven  
to  the q u es tio n  o f ed u ca tio n . A tte n tio n  was centered  on 
p o l i t i c a l  q u es tio n s . Consequently a l l  C o lo n ia l attem pts  
a t education  and the estab lishm ent o f schools were 
h a lte d . And not only were they h a lte d  but they were 
a c tu a lly  a llow ed  to  d e te r io r a te .  The Colonies were 
exhausted p h y s ic a lly , f in a n c ia l ly ,  government a l l y ,  and 
e d u c a tio n a lly , England m ain ta ined  a haughty a t t i tu d e  
tow ard them, and th e re  was continuous s t r i f e  among the  
C olonies them selves. They had gained independence, but 
fo r  a tim e i t  seemed to  be a curse ra th e r  th an  the  
b le s s in g  they had hoped fo r ,^
1 . Cubberly, E ,P . "P ub lic  E ducation  in  the U nited  
S ta te s ,"  Houghton M i f f l i n  Company, New York C i t y . 
1919. Pp. 51 -  52,
In  th is  tim e o f tu rm o il i t  i s  but n a tu ra l th a t th e  
s ta te s  should be p r im a r i ly  concerned w ith  th e  e s ta b lis h -
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ment o f a government* And perhaps th is  accounts f o r  
th e  fa c t  th a t  th e  founders o f our government f a i le d  to
o
m ention ed u catio n  in  th e  C o n s titu tio n *  Perhaps, a ls o .
2* Cuhberley says th a t  a search o f the  proceedings o f  
th e  Convention re v e a ls  th a t  only once was anyth ing  
r e la t in g  to  ed uca tio n  brought b e fo re  th a t  body, and 
th a t  in  answer to  a q u estio n  as to  a u th o r ity  under 
th e  C o n s titu t io n  to  e s ta b lis h  a n a tio n a l u n iv e rs ity  
a t th e  seat o f governm ent. Ib id ,  P . 52.
t h is  was a b le s s in g  in  d is g u is e , f o r  when these same 
founders a few years  l a t e r  d id  recognize th e  need fo r  
ed ucatio n  th ey  were prompted by p o l i t i c a l  m o tives . They 
saw i t  as b a s is  to  a dem ocratic form o f government.
They saw i t  as r e q u is ite  to  in t e l l ig e n t  and u s e fu l 
c it iz e n s h ip  in  a government in  which the c i t i z e n  h im s e lf  
was a p a r t*
Our g re a t s ta te  papers , w h ile  they d id  not p rov ide  
d ir e c t ly  f o r  ed uca tio n , conta ined  clauses th a t  l a i d  the  
b a s is  f o r  th e  American system* The D e c la ra t io n  o f  
Independence a f f irm s  th a t  a l l  men are c re a te d  equal and 
th a t  they are endowed w ith  c e r ta in  u n a lie n a b le  r ig h ts  
which cannot be denied them. The C o n s titu t io n  gran ted
3 , The second paragraph in  the D e c la ra tio n  o f Indepen­
dence reads; "We h o ld  these t ru th s  to  be s e l f -  
e v id e n t, th a t  a l l  men are c re a te d  eq u a l, th a t  they  
are endowed by t h e i r  c re a to r  w ith  c e r ta in  u n a lie n ­
ab le  r ig h ts -- -» "
to  a l l  r e l ig io u s  freedom and gave to  the re s p e c tiv e
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s ta te s  power in  a l l  m a tte rs  not denied to  them or  
d e leg a ted  to  th e  F e d era l Government,^ As f a r  as edu-
4 , The f i r s t  Amendment to  the C o n s titu tio n  reads:
"Congress s h a ll make no law  re sp ec tin g  an e s ta b lis h ­
ment o f r e l ig io n ,  o r p r o h ib it in g  th e  f re e  e x e rc is e  
th e r e o f ;— — "
The te n th  is :  "The powers not d e leg ated  to  the
U n ite d  S ta te s  by the C o n s titu t io n , nor p ro h ib ite d  
by i t  to  th e  S ta te s , are reserved  to  the S ta te s  
re s p e c t iv e ly , or to  the p e o p le ,"
c a tio n  was concerned th is  meant the  r ig h t  to  e s ta b lis h  
f r e e ,  u n iv e rs a l, n o n -s e c ta r ia n , ta x -s u p p o rte d  schools. 
Furtherm ore i t  meant th a t  education  was a fu n c tio n  o f 
th e  s ta te  and not o f the  church, and th a t  th e  o ld  
r e l ig io u s  m otive f o r  education  had g iven  w«^ to  the  
p o l i t i c a l  and c it iz e n s h ip  m o tiv e .
Up to  th e  tim e o f the  R evo lu tio n  th e re  was but one 
m otive f o r  m a in ta in in g  schools— r e l ig io n .  But w ith  the  
coming o f the  war and the  subsequent hardsh ips and 
s u ffe r in g  o f the  C o lo n is ts , and w ith  the founding o f  
th e  F e d era l Government which guaranteed to  a l l  equal 
r ig h ts  and o p p o rtu n it ie s , th e re  arose a new m otive fo r  
educatio n* Men began to  see th a t  a government based on 
p r in c ip le s  o f l ib e r t y  and p o l i t i c a l  e q u a lity  could not 
e x is t  w ith o u t the common education  o f a l l .  W ashington, 
J e ffe rs o n , Madison, Adams, and Jay were among th e  e a r ly  
p o l i t i c a l  le a d e rs  to  g iv e  expression to  t h is  id e a l .^
5 . W ashington, i n  h is  "F arew e ll Addrôss" i n  1796 sa id : 
"Promote th en , as an o b je c t o f p rim ary  im portance, 
in s t i t u t io n s  f o r  the g enera l d if fu s io n  o f knowledge.
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I n  p ro p o r t io n  as th e  s tru c tu re  o f a government g iv e s  
fo rc e  to  p u b lic  o p in io n , i t  is  e s s e n t ia l  th a t  p u b lic  
o p in io n  should  be e n lig h te n e d ."
S im i la r  express ion s  o f th e  need o f g e n e ra l educa­
t io n  may be found in  the  w r it in g s  o f o th e r  s ta te s ­
men o f  th e  t im e .
T h at th e  new m o tive  f o r  e d u ca tio n  was ta k in g  h o ld  i s  
f u r t h e r  ev idenced  by th e  fa c t  th a t  as th e  s ta te s  fram ed  
c o n s t itu t io n s  many in c lu d e d  sec tio n s  on ed u ca tio n , and 
by th e  fa c t  th a t  numerous e a r ly  s ta te  school law s in d i -
g
ca te  a decided  s ta te  in t e r e s t  i n  e d u c a tio n . Then when
6 . The P e n n s y lv a n ia  C o n s t itu t io n  o f  1776 c a l le d  fo r  
"the  ift ta b lis h m e n t o f  a school in  each county, w ith  
such s a la r ie s  to  th e  m asters , p a id  by the  p u b lic , as 
may enab le  them to  in s t r u c t  yo u th  a t low p r ic e s ."
The Vermont School Law o f 1782 a u th o riz e d  th e  
d i s t r i c t  system o f schoo ls , support o f schools by 
d i s t r i c t  ta x  o r ra te  b i l l ,  and g ran ted  s ta te  a id  to  
schoo ls .
Congress fo rm u la te d  a government f o r  th e  Northw est 
T e r r i t o r y ,  e d u c a tio n  was a m ain ite m  i n  th e  ord inance*  
Congress a id ed  f u r t h e r  by g iv in g  la n d  g ra n ts  f o r  the  
support o f e d u c a tio n  to  the  new s ta te s  th a t  were formed  
out o f  the  T e r r i t o iy *
Thus in  th e  e a r ly  N a tio n a l p e r io d  o f American educa­
t io n ,  we see b o th  th e  F e d e ra l and S ta te  governments 
re c o g n iz in g  th e  im portance o f ed u ca tio n  and th e  es tab ­
lis h m e n t o f schools in  w hich i t  m ight be c a r r ie d  on.
On th e  o th e r  hand, however, i t  m ight be s a id  th a t  th é  
masses o f peop le  were as y e t  in d i f f e r e n t .  The causes
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f o r  th is  a t t i tu d e  are a t once ap paren t. The people l iv e d  
i n  r u r a l  s e c tio n s  and sm all town o r v i l la g e s  th a t were 
is o la te d  and independent o f each o th e r . There were 
p r a c t ic a l ly  no means o f communication o r t ra n s p o r ta t io n .  
The r i ^ t  o f s u ffra g e  was based on p ro p e rty  h o ld in g s , 
which meant th a t  the lo w er c lasses were denied p a r t i c i ­
p a tio n  in  government. F o r the most p a r t ,  a g r ic u ltu re  
was the  p r e v a i l in g  in d u s t iy , and to  engage in  i t  but 
l i t t l e  ed u ca tio n  was necessa iy . Add to  th is  the absence 
o f o rgan ized  in d u s try  and the la c k  o f an economic 
demand fo r  ed u ca tio n  and i t  is  easy to  understand the  
in d if fe re n c e  o f the  average man.
In  s p ite  o f the fa c t  th a t  n a tio n a l and s ta te  le a d e rs  
had m a n ife s te d  an in te r e s t  in  u n iv e rs a l ed ucatio n , th is  
in d i f f e r e n t  a t t i tu d e  p re v a ile d  throughout th e  f i r s t  
h a lf -c e n tu r y . o f our n a tio n a l l i f e ,  and i f  th e re  was a 
genuine in t e r e s t ,  i t  was in  h ig h e r ed ucatio n , dust as 
the L a t in  Grammar School had been the p r in c ip a l  educa­
t io n a l  in s t i t u t io n  o f th e  C o lo n ia l p e rio d  so now the  
Academy came in to  prom inence,^ Th is  in s t i t u t io n  was the
6. C ubberley, E .P , "P ub lic  E ducation  in  th e  U n ited  
S ta te s ,"  Houghton M i f f l i n  Company, New York C ity ,  
1919, Pp. 7 6 - 8 1 .
immediate fo re ru n n e r o f our p u b lic  secondary schools, i t  
was le s s  fo rm al and a r is t o c r a t ic ,  and b e t te r  adapted to  
the needs o f s o c ie ty  th an  i t s  predecessor, the L a t in
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Grammar School, had been. W hile the study o f L a t in  was 
re ta in e d , i t  became o f le s s  im portance, and a v a r ie ty  
o f new su b je c ts  were added which ranged a l l  the way 
from a r ith m e tic  to  p h ilo so p h y . Both sexes were adm itted  
to  the  academies, when as the grammar schools had been 
open only to  boys. I n  a d d it io n  they served as t r a in in g  
schools f o r  te a c h e rs . B r ie f ly  education  had caught a 
f a in t  glim pse o f i t s  s e c u la r m iss ion  and was in te re s te d  
in  supp ly ing  boys and g i r l s  w ith  t r a in in g  th a t  would 
enable them to  perform  t h e i r  d u tie s  as c i t iz e n s .
In  g e n era l these e a r ly  ye ars  o f our n a tio n a l l i f e  
may be term ed a p e rio d  o f t r i a l  and e r r o r  o r o f t r a n s i ­
t io n  from th e  r e l ig io u s  conception o f ed ucatio n  to  the  
id e a  o f s ta te  c o n tro l and p u b lic  support. The coming o f 
N atio n a lism  had weakened the r e lig io u s  h o ld  on education , 
and a lre a d y  among c e r ta in  classes in  so c ie ty  th ere  was a 
strong demand fo r  s e c u la r s ta te -s u p p o rte d  schools , x e t,  
as has a lre a d y  been s ta te d , th e re  was no d e f in i te  educa­
t io n a l  conscience among the masses o f p eo p le , A new 
ed u ca tio n a l ph ilosophy was emerging, but tim e was needed 
to  b r in g  a complete change in  th in k in g .. The next chap ter  
w i l l  enumerate b r ie f l y  some e d u c a tio n a l, p o l i t i c a l ,  eco­
nomic, and s o c ia l in flu e n c e s  th a t  helped to  b r in g  the
7
necessary changes in  th in k in g , w hich by 1850 re s u lte d
7, T h is  statem ent i s  meant to  in d ic a te  th e  general
tre n d , and is  not to  be in te rp re te d  as a l l  in c lu s iv e .  
F o r example, the V i r g in ia  p u b lic  school system was 
not e s ta b lis h e d  by law  u n t i l  about 1870, and th a t  
in  New York in  1898 , Numerous o th e r s ta te s , e s p e c ia l.
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l y  so u th ern  s ta te s , d id  not ta k e  l e g is la t i v e  a c t io n  
u n t i l  l a t e r  th a n  1 8 5 0 ,
i n  f r e e  ta x -s u p p o rte d  schools f o r  a l l  in  p r a c t ic a l ly  
every s ta te  in  th e  u n io n .
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Chapter IV
In flu e n c e s  in  Shaping E d u c a tio n a l Thought,
The Economic M otive
The l a t t e r  ye a rs  o f the e ig h te e n th  and the f i r s t  
h a l f  o f the  n in e tee n th  c e n tu rie s  saw many agencies a t 
work in  the  U n ited  S ta tes  th a t profoundly a f fe c te d  the  
fu tu re  development o f ed u ca tio n a l thought. These agencies  
were o f two genera l ty p es , and may be c la s s if ie d  as 
d ire c t  and in d ir e c t  in flu e n c e s . To the d ire c t  agencies 
belong numerous p h ila n th ro p ic  and p r iv a te  e f fo r t s  a t edu­
c a tio n , To the  in d ir e c t  agencies belong va rio u s  s o c ia l, 
p o l i t i c a l ,  and economic in flu e n c e s . A l l  these new fo rces  
combined to  b r in g  about cond itions which made church 
support and c o n tro l o f education  inadequate , and to  
impress upon e d u ca tio n a l and p o l i t i c a l  le a d e rs  tne 
p o s s ib i l i t ie s  o f the school as an instrum ent through  
which the s ta te  could produce an in t e l l ig e n t  c it iz e n s h ip  
on which th e  success o f a dem ocratic government depended. 
The new economic c o n d itio n s , in  a d d it io n  to  making some 
education f o r  a l l  seem necessary, supp lied  a new m otive  
fo r  ed uca tio n— -th e  economic. Furtherm ore an ed uca tio na l 
consciousness was awakened among the  masses o f people.^
1 . Robbins, C ,L, "The School as a S ocia l In s t i t u t io n ."  
A lly n  and Bacon, New York C ity ,  1918, Pp. 23 -  27,
C ubberley, E .P . "P ub lic  E ducation  in  the U n ited  
S ta te s ,"  Houghton M i f f l i n  Company, New York C ity .  
1919. Pp. 83 -  84.
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C h ie f among th e  d ire c t  p h ila n th ro p ic  and p r iv a te  
e f fo r ts  a t education  were; the  Sunday Schools, the  
C ity  School S o c ie tie s , th e  M o n ito r ia l System o f Lancaster, 
and th e  In fa n t-S c h o o l S o c ie t ie s .
The Sunday School? a f t e r  having o r ig in a te d  in
2 . The f i r s t  successfu l Sunday School was founded in  
G lo u ce s te r, England by Robert Raikes in  1780. The 
id e a  came to  th is  country when in  1786 a Sunday 
School was e s ta b lis h e d  in  Hanover County, V ir g in ia .
England, was brought to  th is  country as an e f f o r t  to  
p ro v id e  educatio n  f o r  poor c h ild re n , h a te r  these school 
were opened to  a l l  c lasses in s te a d  o f only the poor.
And s tra n g e ly  enough w h ile  they were m ainta ined by 
re lig io u s  o rg a n is a tio n s  they supp lied  secu la r in s tru c t io n .  
As was to  be expected th e  Churches objected to  se c ia ar  
in s t r u c t io n  on Sunday. Consequently they took over the  
work and changed the in s tr u c t io n  from s ecu la r to  
re lig io u s  m a tte rs . Thus the id e a  o f common re lig io u s  
in s t r u c t io n  f o r  a l l  became popu lar among the churches, 
and numerous s o c ie tie s  were foimed f o r  extend ing  the  
w oïk. The c h ie f  c o n tr ib u tio n  o f the Sunday School 
movement l i e s  in  the fa c t  th a t i t  tended to  reduce class  
d is t in c t io n  and encourage the common education  o f a l l  
reg a rd less  o f s o c ia l d is t in c t io n s . As such i t  was a 
p io n eer in  the movement f o r  popu lar education .
The C ity  School S o c ie tie s ^  were an e f f o r t  on the
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3 . "The P u b lic  School S ociety" o f New Y ork, founded by 
De W it t  C lin to n  in  1806, is  perhaps the  most famous 
o f these C ity  School S o c ie tie s , For a d e s c r ip tio n  
o f i t  see; Cubberley, "P ub lic  E ducation  in  the  
U n ited  S ta te s " , p . 87, or any h is to ry  o f education  
in  the  U n ited  S ta te s .
p a r t  o f c h a r ita b le  and p u b l ic -s p ir i te d  c it iz e n s  to  p ro ­
v id e  in s tr u c t io n  fo r  poor and u n fo rtu n ate  c h ild re n  not 
provided  f o r  in  the e x is t in g  Church or Sunday Schools. 
These s o c ie tie s  represent the in te r e s t  th a t  in d iv id u a ls  
were ta k in g  in  education , and accustomed people to  the  
p ro v is io n  o f fre e  ed uca tio n . In  th is  way they c o n trib u te d  
to  the p u b lic  in te r e s t  in  ed ucatio n .
The o rg a n iz a tio n  o f the M o n ito r ia l System o f 
Lancaster is  too w e ll known to  need comment. From the  
standpoint o f the school as a s o c ia l in s t i t u t io n  perhaps 
i t s  c h ie f  va lue  l i e s  in  the fa c t  th a t  i t  fo r  the f i r s t  
time o ffe re d  a p r a c t ic a l  p la n  fo r  mass ed u ca tio n . Too, 
i t  accustomed people to  c o n tr ib u tin g  to  the support o f 
schools and to  look upon education as a fu n c tio n  o f the  
s ta te .  In  th is  way i t  helped to  awaken a p u b lic  in te r e s t  
in  fre e  ta x -s u p p o rted  schools. H ere to fo re  the  p ro h ib i­
t iv e  d i f f i c u l t y  o f p u b lic  education  had been i t s  tremen­
dous co s t, and people were not y e t  thoroughly convinced  
of the need f o r  education . Now numerous p o l i t i c a l ,  eco­
nomic, and s o c ia l fo rces  were a t work to  o f fs e t  th is  
l a t t e r  a t t i tu d e ,  and above a l l  the L a n c a s tr ia n  system  
had demonstrated th a t  education  could be su pp lied  a t
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low c o s t. T h is  in  no sm all way le d  to  the es tab lish m e n t 
o f fre e  schoo ls. The M o n ito r ia l system fu r th e r  a ided  
th e  cause o f educatio n  in  th a t  i t  le d  th e  p u b lic  to  
recognize th e  va lu e  o f t r a in e d  te ach ers , and, t h r o u ^  
the t r a in in g  o f m o n ito rs , people f o r  the  f i r s t  tim e  
became accustomed to  t e a c h e r - t ra in in g  c la s s e s .^
4 . Clapp, Chase, and M errim an, " In tro d u c tio n  to
E d u c a tio n ."  Ginn and Company, New York C ity .  1929. 
Pp. 26 -  27 .
I t  w i l l  have been n o tic e d  th a t  throughout th is  
discussion no th ing  has been sa id  o f p rim ary o r education  
fo r  b eg in n ers . E v id e n tly  th is  was l e f t  to  the  home f o r  
up to  and in c lu d in g  the M o n ito r ia l School, c h ild re n , in  
many in s ta n c e s , could not be adm itted  in to  the schools  
u n t i l  they had lea rn ed  to  read and w r i t e .  In  1816 th is  
g re a t weakness o f our school system was overcome when 
the In fa n t  School was in tro d u ced  in to  th is  c o u n try .
5. The In fa n t  School was founded in  New Lanark , ücot. 
lan d , in  1799 by Robert Owen to  p rov ide  t r a in in g  
fo r  c h ild re n  who worked in  h is  fa c to r ie s .
Th is  school had i t s  o r ig in  in  bad la b o r  co n d itio n s  th a t  
e x is te d  among c h ild re n . As e s ta b lis h e d  in  th is  co un try , 
the  In fa n t  School ad m itted  c h ild re n  fo u r  years  o f age 
and prepared them fo r  adm ission in to  the  c i t y  schools. 
Once* the In fa n t  School was f irm ly  e a ta b lis h e d  i t  was 
g ra d u a lly  changed in to  what a t p resent c o n s titu te s  our
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system o f p r im a iy  schoo ls . T h is  school had fa r - r e a c h in g  
consequences f o r  our whole e d u c a tio n a l system . F o r  
th e  f i r s t  tim e  th e  v a lu e  o f group work among c h ild re n  
was reco g n ized , and an e f f o r t  was made to  study and 
understand th e  psychology o f  in s t r u c t io n .  Women were 
g iv e n  a p la c e  in  th e  te a c h in g  p ro fe s s io n , and a s tro n g e r
g
demand th a n  e v e r  b e fo re  was c re a te d  f o r  t r a in e d  te a c h e rs .
6 . C ubberley , E .P . "P u b lic  E d u ca tio n  in  th e  U n ite d  
S ta te s ,"  Houghton M i f f l i n  Company, New Y ork  C ity .  
1919 . P . 10 0 .
I t  a ls o  h e lp e d  to  awaken a p u b lic  sentim ent f o r  mass 
e d u ca tio n .
W hile  these movements were not American in  o r ig in ,  
they  n e v e rth e le s s  came a t a tim e when ed u c a tio n  was in  
an u n s e tt le d  and fo rm a tiv e  p e rio d  and fu rn is h e d  p r a c t ic a l  
examples o f what ed u ca tio n  should do. One was s tro n g  
where o th ers  were weak. One emphasized a c e r ta in  phase 
o f ed u ca tio n  where an o th e r emphasized some o th e r  phase. 
Thus taken  to g e th e r  th e y  su p p lied  a w orkable b a s is  f o r  
ed u ca tio n ; and, above a l l ,  they dem onstrated th e  p r a c t i ­
c a l b e n e f its  o f  p u b lic  ed u ca tio n  and accustomed th e  
American peop le  to  i t s  su p p o rt. T h e ir  im m ediate e f f e c t  
was th e  es ta b lis h m e n t o f  p r im a iy , in te rm e d ia te , and 
grammar school departm ents throughout th e  c o u n try . T h is  
in  a g e n era l way com pleted the bare  o u t lin e  o f th e  
American p u b lic  school system, w ith  the  p o s s ib le  
e x c e p tio n  o f the  modern secondary schoo l.
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W hile  these d ire c t  ed u ca tio n a l e f fo r t s  were being  
t r ie d  out th e re  were s o c ia l, economic, and p o l i t i c a l  
movements on fo o t th a t  were to  change com plete ly the  
c h a ra c te r  o f  American l i f e .  And i t  is  h ig h ly  im probable  
th a t  th e  b a t t le  f o r  p u b lic  supported schools would have 
been won as e a r ly  as i t  was had not the d ire c t  e f fo r ts  
been supplemented by th e  in d ir e c t  movements* C h ie f 
among these movements were the growth o f c i t ie s ,  the  
r is e  o f in d u s tiy  and m anufacturing , and the  extension  
o f su ffrag e  w ith  the consequent spread o f democracy.
As was s ta te d  p re v io u s ly , the r u r a l co n d itio n s  o f  
l i f e  g re a t ly  handicapped the growth o f ed u ca tio n . I t  
was la r g e ly  a lo c a l a f f a i r  and was l e f t  almost e n t i r e ly  
in  the hands o f lo c a l o f f i c i a l s .  Under such co n d itio n s  
education  was neg lected  f o r  the more im po rtan t ta sk  o f  
making a l i v in g  under adverse f r o n t ie r  hard sh ips , A 
n a tio n  was to  be conquered, and th is  in  a p h y s ic a l 
ra th e r  than an in t e l le c t u a l  sense. C h ild re n  were needed 
to  t i l l  the s o i l  and f e l l  the  fo re s ts  and help  supply 
food and c lo th in g  fo r  the fa m ily . G en era lly  speaking, 
th e re  was but l i t t l e  need fo r  education .
A f te r  about 1825, however, co n d itio n s  began to  change. 
The War o f 1812 had s e t t le d  out p o l i t i c a l  and commercial 
fu tu re , and our dream o f a democratic government had a t 
la s t  become a r e a l i t y .  We as a n a tio n  a t la s t  possessed 
the courage, the energy, and the money to  go forw ard  in  
the work o f c re a tin g  a f re e  system o f p u b lic  schools.
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Economie c o n d itio n s  underwent unprecedented changes. 
Commerce became a p r o f i t a b le  b u s in ess . Consequently  
numerous towns and c i t i e s  sprang up which served as 
in d u s t r ia l  and commercial c e n te rs . The new c i t ie s  
brought w ith  them many economic and s o c ia l problems 
which m a te r ia l ly  changed the  c h a ra c te r  o f e d u c a tio n a l 
c o n d itio n s . F o r in  them selves these economic and s o c ia l 
problems proved to  be grave ed u c a tio n a l problem s.
At th e  same tim e and c o in c id e n t w ith  th e  growth o f  
c i t ie s ,  m anu factu ring  and the development o f the  fa c to ry  
system underwent rem arkable changes. I f  th e  years  from  
1820 to  1850 may be s a id  to  have a genera l c h a r a c te r is t ic  
i t  i s  undoubtedly the ra p id  growth o f c i t i e s  and the  
ra p id  development o f m anu fac tu ring . In  these new 
cen te rs  fa c to r ie s  were b u i l t  which were d e s tin e d  to  
supplant th e  home as in d u s t r ia l  es tab lish m e n ts . These 
in  tu rn  a t t ra c te d  la rg e  numbers o f people to  the  c i t i e s .  
P aren ts  went to  work in  the  fa c to r ie s  and th e  re s tra in in g  
in flu e n c e s  o f the  home were th ereby  weakened. C h ild re n , 
id le  and on the  s t re e ts ,  p resented  a grave problem  th a t  
must somehow be so lved . A l l  these problems combined to  
make ed u ca tio n  and th e  wholesome atmosphere o f the  school­
room p re s s in g  needs. And i t  almost seems th a t  i t  would 
have been founded on a s o c ia l b a s is . Y e t th e  economic 
consequences o f th e  growth o f c i t i e s  and the r is e  o f 
m anu fac tu ring  c re a te d  w ith in  the in d iv id u a l a des ire  f o r  
persona l f in a n c ia l  g a in , and as a re s u lt  the p o l i t i c a l  
m otive o f e a r ly  N a tio n a lis m  gave way in  p a r t  to  a s tro ng
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economic demand f o r  education*
One o th e r in f lu e n c e , the exten s io n  o f the s u ffra g e , 
during t h is  e a r ly  N a tio n a l p e rio d  had fa r -re a c h in g  edu­
c a tio n a l s ig n if ic a n c e *  As has been s ta te d  p re v io u s ly , 
the founders o f our government d id  not extend to  a l l  the  
r ig h t  to  v o te . T h is  r ig h t  depended on p ro p erty  ho ld in gs , 
and as a re s u lt  the landed classes c o n tro lle d  the  
government and were the  only ones e l ig ib le  to  ho ld  
o f f ic e .  T h is  c rea ted  among the  lo w er classes an i n d i f ­
fe re n t a t t i tu d e  toward education , and on the o th e r hand 
the fa v o re d  c lasses d id  not to  any g re a t e x te n t encourage 
i t  among those le s s  fo r tu n a te . But w ith  the extension  
of su ffrag e  and the r ig h t  to  ho ld  o f f ic e  to  a l l ,  poor 
and r ic h ,  la b o re r  and employee, th ere  came th e  r e a l iz a t io n  
th a t education  was needed by a l l .  I f  a person was to  
e x erc is e  h is  r ig h ts  and p r iv i le g e s  as a c i t iz e n  w ise ly  
he must be ab le to  understand them.
The preceding paragraphs deal w ith  the r is e  o f an 
e n t ir e ly  new demand and the s trengthen ing  o f an o ld e r  
demand f o r  ed ucatio n , both o f which were destin ed  to  
become le a d in g  m otives in  ed ucational thought even to  the  
present tim e . The o ld e r or p o l i t i c a l  m otive gave r is e  
to  the now commonplace phrase "education f o r  c it iz e n s h ip ."  
The new or economic m otive fo r  education, has dominated 
our in d u s t r ia l  l i f e  and le d  to  in d iv id u a lis m -— "rugged 
Americanism"— -o ftim e s  a t the expense o f s o c ia l good.
Thus arose the two dominant concepts o f American
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l i f e  and e d u ca tio n . Im m edia te ly , prom inent men in c lu d in g  
governors, judges, and educators gave u tte ra n c e  to  t h e i r  
v a lu e . Leaders o f v a rio u s  la b o r  o rg a n iza tio n s  through­
out the  countzy made demands f o r  education  and a %rstem 
o f schools in  which the  c h ild re n  o f the la b o r in g  man 
would have o p p o rtu n ity  to  rec e ive  a fre e  education  
alongside t h e i r  more fo rtu n a te  fe llo w s . These and 
numerous others u n ite d  in  the f ig h t  fo r  p u b lic  ta x -  
supported schools, which was to  be won only a f t e r  a 
b i t t e r  s tru g g le . The b a t t le  cen tered  around ta x -s u p p o rt 
o f schools, e lim in a t in g  c e r ta in  fe a tu re s  from  the o ld  
system, and the  a d d it io n  o f such new fe a tu re s  as the  
new demands f o r  educatio n  re q u ire d . In te r e s ts  a ll ig n e d  
them selves fo r  and ag a in st the new p r in c ip le s .  Sometimes 
one phase was s tre ssed , sometimes anoth er. The s tru g g le  
s h if te d  from one s e c tio n  o f the  country to  another  
wherever ves ted  in te r e s ts  o ffe re d  most o p p o s itio n . 
Numerous ed u ca tio n a l lea d e rs  came forw ard to  wage the  
f ig h t ,  th e  most n o tab le  o f which are perhaps Horace Mann 
and Henry B arnard , These two men d id  more perhaps than  
any o th e r e a r ly  ed u ca tio n a l le a d e rs  to  e s ta b lis h  f irm ly  
in  the minds o f the American people the id e a  th a t educa­
t io n  should be u n iv e rs a l, f r e e , and n o n -s e c ta ria n , and 
i t s  aim should be to  make the in d iv id u a l u s e fu l, both  
as a member o f th e  s ta te  and o f s o c ie ty . The re s u lts  
of th is  f ig h t  may be summarized by saying th a t  by 1860 
the American school was a tax -su p p o rted  in s t i t u t io n  
fre e d  from the  id e a  o f pauperism and secta ria n ism ; and
39
th a t  th e  system i n  most s ta te s  extended from  the p rim a iy  
school th rough  th e  h ig h  school, w h ile  in  some s ta te s  a
n
u n iv e rs ity  crowned th e  sy s te m .'
7, C ubberley , E .P . "P u b lic  E d u cation  in  th e  U n ited  
S ta te s ."  Houghton M i f f l i n  Company, New York C ity ,  
1919. Pp. 118 -  212 .
The fo rc e s  th a t  gave r is e  to  and the  b a t t le  to  
e s ta b lis h  a p u re ly  American system o f schools have now 
been d e s crib ed . L e t us tu rn  to  a b r ie f  a n a ly s is  o f th e  
c h a ra c te r  o f the schools th a t  were e s ta b lis h e d ; and, 
b e a rin g  in  mind the  new p r in c ip le s  th a t have come to  
u n d e r lie  th e  school, l e t  us see how the r e s u lt in g  
p ra c tic e s  are d ire c t  outgrowths o f the changed conception  
o f e d u c a tio n . F i r s t  o f a l l  we note the absence o f  
r e l ig io n  in  b o th  te x t-b o o k s  and in s t r u c t io n . Three b a sa l 
su b je c ts — read in g , w r i t in g ,  and a r ith m e tic , p o p u la rly  
known as th e  " th re e  R 's " , occupied prom inent p laces in  
the c u rr ic u lu m . Knowledge o f these was s u f f ic ie n t  fo r  
p r a c t ic a l ly  a l l  the e v e iy  day needs o f l i f e ,  and served  
to  d i f f e r e n t ia t e  th e  educated person from th e  uneducated. 
Subjects o f study were reduced to  te x t-b o o k  form through
Q
the p u b lic a t io n  o f p o p u la r American books. T h is  made
8 , Noah W eb s te r's  b lue-backed  "American S p e llin g  Book" 
p u b lis h e d  in  1783 was the f i r s t  d is t in c t iv e ly  n a tiv e  
American te x t-b o o k , and was perhaps the  most p o p u la r  
o f e a r ly  schoolbooks during  the  l i f e  tim e o f W ebster 
and f o r  many y e a rs  th e r e a f te r .
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i t  p o s s ib le  f o r  In s t r u c t io n  to  take d e f in i te  form and 
proceed in  a more o rd e rly  manner. The new purposes o f 
education  c re a te d  a demand fo r  new sub jects  o f study, 
consequently geography, h is to ry , and E n g lish  Grammar 
were added to  the cu rricu lum * A grad ing  system was 
devised by means o f which a school was d iv id e d  in to  
classes o r g rades. T h is  represents the beginnings o f 
c la s s i f ic a t io n ,  and i t  was done on the basis  o f d i f f i c u l t y  
or advancement in  su b jec t#m atter which tendency p e rs is ts  
even to  the presen t t im e . D is c ip lin e  was s t r i c t ;  and, 
in c id e n ta l ly ,  a b i l i t y  to  keep good order by means o f  
s t r ic t  ru le s  was an im portant q u a l i f ic a t io n  fo r  a 
te a c h e r.
The b e l i e f  th a t education  was p u re ly  a lo c a l m a tte r, 
the sparseness o f p o p u la tio n , the la c k  o f means o f  
communication and in te rc o u rs e , and the la c k  o f adequate 
means o f su perv is ion  favored  the d is t r ic t  as an adm inis­
t r a t iv e  u n i t .  Th is  system o f o rg a n iza tio n  provided  
schools th a t  were f i t t e d  to  the needs o f a community, 
and i t  f i t  in  adm irably w ith  the p re v a il in g  ideas as to  
the nature and purposes o f the school. The C o n s titu tio n  
had g ran ted  to  a l l  l ib e r t y  and freedom. And nowhere is  
th is  p r in c ip le  more ev id en t than in  e a r ly  school o rgan i­
z a t io n  and a d m in is tra tio n . Each d is t r ic t  f e l t  i t s e l f  
competent and b e lie v e d  th a t  i t  was i t s  r ig h t  to  s e le c t  
and examine i t s  own te ach ers , adopt i t s  own course of 
study and methods o f in s tr u c t io n , do i t s  own su p erv is io n , 
f i x  th e  le n g th  o f the school te rn , and le v y  and c o lle c t
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ta xe s . The p r in c ip a l m e rit o f th is  form o f organ iza­
t io n  was th a t  during  the u n s e ttle d  p e rio d  o f democracy 
i t  served as a common m eeting p lace  fo r  a l l  the re s id en ts  
of a d is t r ic t  and in  th is  way helped to  acquain t them 
w ith  the dem ocratic way o f l i f e .  On the o th e r hand i t  
has been an impediment to  the development o f la r g e r  and 
more e f f ic ie n t  u n its  o f c o n tro l. Only as the S tate
has assumed more r e s p o n s ib il i t ie s  in  ed uca tio na l m atte rs
9
has the im portance of the d is t r ic t  tended to  decrease.
9 . Cubberley, E .P . "P ub lic  School A d m in is tra tio n ,"  
Houghton M i f f l i n  Company, New York C ity . 1929, 
Chapters I ,  IV , V. V I.
In s tr u c t io n  was based e n t ir e ly  upon the te x t-b o o k . 
Knowledge dominated a l l  e ls e , and s t r ic t ly  speaking edu­
c a tio n  consisted  o f ac q u irin g  a c e r ta in  amount o f 
s u b je c t-m a tte r  th a t was supposed to  prepare the c h ild  
f o r  ad u lt l i f e .  Education was p re p a ra tio n , and the task  
of the school was to  prepare the c h ild  so th a t he might 
l a t e r  perfona h is  d u ties  as a c i t iz e n  and cope w ith  
h is  fe llo w s  in  the economic and in d u s t r ia l  o rd e r. To be 
able to  do th is ,  the c h ild  must f a i t h f u l l y  le a rn  the  
knowledge th a t was s tored  away in  books. In  th is  l i ^ t  
i t  is  not d i f f i c u l t  to  understand the  methods o f in s tru c ­
t i o n - f o r m a l  assignments and re c ita t io n s , m em orization  
and d r i l l .  In  o ther words, education was "a c q u is it io n  
on a u th o r ity ,"  w ith  the sole aim th a t i t  would be of 
use l a t e r .
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These, in  s p ite  o f  a l l  t h e i r  shortcom ings, are th e  
e d u c a tio n a l p r in c ip le s  th a t  were w e l l  under way by th e  
beginn ing  o f  th e  War between th e  S ta te s  w h ile  they have 
been changed and r e in te r p r e te d  re p e a te d ly , th ey  mark th e  
general tre n d  in  ed u ca tio n  w e ll  unto th e  p re s e n t t im e .
Men had d e f in i t e ly  decided upon th e  p a r t  th a t  e d u ca tio n  
and the school should p la y  in  American l i f e  and th e  b a t t le  
to  secure i t  had been won. I t  remained f o r  p ra c t ic e  to  
re ve a l i t s  s tre n g th  and weakness. T h is  was p rev en ted  
however, by th e  outbreak o f th e  War between the s ta te s  
which h a lte d  f u r t h e r  development u n t i l  near the b eg in n in g  
o f the tw e n tie th  c e n tu iy . From about 1860 to  1890 but 
few m a te r ia l changes were made in  our e d u c a tio n a l system .^^
10 . C ubberley, E .P , "P u b lic  E d u cation  in  th e  U n ited  
S ta te s ,"  Houghton M i f f l i n  Company, New York C i ty ,  
1919. Pp. 2 5 3 -2 54 ,
But in  th e  meantime changes o f anoth er c h a ra c te r  were 
ta k in g  p la c e . The p u re ly  n a tiv e  development o f the  
American school was be ing  m o d ifie d  by new id e a s  th a t  im­
m igrants  and American t r a v e le r s  brought from  abroad. These 
new id eas  had to  do w ith  such m a tte rs  as method and the  
psychology o f le a rn in g  and c h ild  developm ent.
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C hapter V
Rousseau, P e s ta lo z z i ,  H e rb e rt , F ro eb e l
As was noted in  C hapter I  o f t h is  d iscu ss io n  the  
e d u c a tio n a l id eas  th a t  th e  C o lo n is ts  brought w ith  them 
to  Am erica were la r g e ly  E n g lis h . We have seen how those  
id eas  took ro o t and how they in  la rg e  measure determ ined  
the  c h a ra c te r  o f C o lo n ia l e d u ca tio n . These c o n d itio n s  p re ­
v a ile d  d u rin g  the whole C o lo n ia l p e r io d , bu t w ith  the  
coming o f N a tio n a lis m , we n o tic e  a d is t in c t ly  American tre n d  
perhaps fo s te re d  by the overwhelming in t e r e s t  in  the  
es tab lish m ent o f a government th a t  was th o ro u g h ly  American  
and the f a i l u r e  o f E n g lis h  p ra c tic e s  to  meet the needs o f  
American l i f e .  Thus f o r  a tim e we were an is o la te d  country  
depending upon our own resources b o th  p h y s ic a l and i n t e l ­
le c t u a l .  We developed our own schools, p u b lis h e d  our own 
te x t-b o o k s , and t r a in e d  our own te a c h e rs  l i t t l e  n o tin g  
what the re s t o f the  w o rld  was do ing . T h is  s itu a t io n ,  
however, was remedied by th e  appearance o f e d u c a tio n a l 
jo u rn a ls  w hich spread among e d u c a tio n a l le a d e rs  throughout 
the country new id eas  th a t  American t r a v e le r s  brought from  
abroad.
In  e v a lu a t in g  th e  c o n tr ib u tio n s  o f th e  fo u r  men whose 
names head t h is  c h a p te r , only t h e i r  o u ts tan d in g  e d u c a tio n a l 
c o n tr ib u tio n s  and t h e i r  s ig n if ic a n c e  f o r  Am erica can be 
m entioned.
Rousseau's g re a te s t c o n tr ib u t io n  to  e d u ca tio n  is  the  
E m ile  in  w hich he d escrib es  th e  ed u ca tio n  o f a boy who is
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is o la te d  from th e  a r t i f i c i a l i t y  o f schools and s o c ie ty  
and i s  brought up in  c lose contact w ith  n a tu re * In  the  
opening sentence o f Em ile Rousseau dec lares  th a t  "E v e iy -  
th in g  is  good as i t  comes from the  hands o f the au tho r o f  
n a tu re ; bu t e v e ry th in g  degenerates in  the hands o f man*
1 * Psyne, W,H, (T ra n s *) "Rousseau’ s S m ile ,"  D. Apple­
to n  Company, Hew York C ity .  1906. P . 4 ,
E ducation  comes from  th re e  sources, from man, from n a tu re , 
and from th in g s . Bad education  re s u lts  i f  th e  th re e  are  
not harm onized. To Rousseau, harmony meant the subordina­
t io n  o f man and th in g s  to  n a tu re . The a p p lic a t io n  o f h is  
views on nature to  education  fo rm u la tes  h is  c o n tr ib u t io n .
I t  meant th a t  the  educatio n  o f a c h ild  was th e  development 
o f i t s  own n a tu re , th a t  educatio n  was n a tu ra l and not 
a r t i f i c i a l ,  and th a t  education  was a development from w ith in  
and not a c q u is it io n  from w ith o u t, üîducation was a process  
of the  n a tu ra l development o f im pulses and in s t in c ts ,  and 
not through response to  e x te rn a l fo rc e . I t  was growth o f  
n a tu ra l powers and not a c q u is it io n  o f knowledge. I t  meant 
th a t  education  was a process th a t  la s te d  throughout l i f e ;  
i t  was l i f e  i t s e l f .  F in a l ly ,  the c h ild  became the c e n te r
p
of the  ed u ca tive  process, "
2 . Monroe, P a u l, " B r ie f  Course in  the H is to ry  o f Educa­
t io n ."  M acm illan  Company, Hew York C i ty .  1932. Pp. 
273 -  300.
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These p r in c ip le s , a lthough they were vague and e x tra ­
vagant as f i r s t  fo rm u la ted , become the u n d e rly in g  p h ilo s ­
ophy o f n in e te e n th  century ed u ca tio n a l development. They 
in  them selves c o n s titu te  what is  known as the  " n a tu r a l is t ic  
tendency" in  education* Th is  in te r e s t  in  the  c h ild  and 
i t s  nature gave r is e  a ls o  to  fu r th e r  ten d en c ies , the  
"Psychological tendency" derived  from a study o f the c h ild  
in  process o f development, and the " S c ie n t i f ic  tendency,"  
Furtherm ore, since Rousseau was p rep arin g  the in d iv id u a l to  
l iv e  in  human so c ie ty  he was a p io n eer o f the  "S o c io lo g ic a l 
tendency" in  education .
P e s ta lo z z i fu r th e re d  the ed ucatio na l work o f Rousseau, 
Where Rousseau had been negative and general P e s ta lo z z i 
became p o s it iv e  and concrete* H is work l i k e  th a t  o f h is  
predecessor contained the germ o f modern ed u ca tio n a l theory  
and p ra c t ic e . He i t  was who m ain ta ined  th a t education must 
be considered from the standpoint o f the developing c h ild .  
Thus to  him and h is  d is c ip le s  education became the "har­
monious development o f a l l  the fa c u lt ie s  o f the c h i ld ,"  
m en ta lly , m o ra lly , and p h y s ic a lly . In  genera l h is  p r in c ip le s  
touch education  a t fo u r  p o in ts -— i t s  purpose, i t s  meaning, 
i t s  method, and i t s  s p i r i t *  S u b je c t-m a tte r came la rg e ly  
from the immediate surroundings, and the school environment 
was made as near l i f e - l i k e  or hom e-like as p o ss ib le * The 
methods o f teach ing  were to  be derived  from an in t e l l ig e n t  
understanding o f the c h i ld .  The aim o f education  was the  
development o f a p e r fe c t p e rs o n a lity , which in  tim e was to
46
make o f education  a means o f s o c ia l c o n tro l*  P e s ta lo z z i,  
in  a d d it io n  to  these v a lu a b le  c o n tr ib u tio n s  o f h is  own, 
made the work o f Rousseau p r a c t ic a l  by fo rm u la tin g  i t  in to  
a method th a t  every te a c h e r could use in  the classroom .
3. Ib id ,  Pp. 307 -  319.
H e rb e rt, working upon the same p r in c ip le s  th a t  had 
in s p ire d  Rousseau and P e s ta lo z z i,  fu rth e re d  t h e i r  work by 
p la c in g  what they had d e a lt  w ith  b e fo re  upon a s c ie n t i f ic  
basis and th e re fo re  rend ering  i t  perm anent. Herb a r t  saw 
in  education  a g rea t c o n tr o l l in g  fo rce  f o r  conduct. Hence 
the m oral aim o f education  was emphasized. In s tru c t io n  
must proceed in  such a way th a t  a l l  new m a te r ia ls  w i l l  f i t  
in  w ith  prev ious esqperiences o f the c h i ld .  The H e rb a rtia n s  
placed most emphasis upon the  teach ing  process and methods
4
of in s tr u c t io n ,
4. Ib id .  Pp. 319 -  329*
In  1892 a "N a tio n a l H erbart S oc ie ty" was founded 
in  the U n ited  S ta te s , I t s  p u b lic a tio n s  have done much 
to  c re a te  popu lar in te r e s t  in  ap perception , c o r r e la t io n ,  
method, m oral ed ucatio n , c u ltu re , c it iz e n s h ip  t r a in in g ;  
and to  p lace  a s o c ia l emphasis sub jects  o f in s t r u c t io n .  
The s o c ie ty  e x is ts  today as "The N a tio n a l S oc ie ty  fo r  
the Study o f E d u c a tio n ."  A lthough i t  has changed in  
c h a ra c te r, i t  s t i l l  renders a v a lu a b le  s e rv ic e , (Cub- 
b e r le y , E .P , "P ub lic  Education in  the U n ited  S tates"  
p . 3 1 6 .)
Proebel perhaps is  best remembered fo r  h is  emphasis 
upon the c h i ld ,  h is  in te r e s ts ,  and h is  experiences as the
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s ta r t in g  p o in t in  a l l  in s t r u c t io n . In  o th er words where 
H erbart had e x a lte d  method and te a c h e r Froebel emphasized 
the c h i ld .  He conceived o f the c h ild  as being c re a tiv e  
ra th e r  than re c e p tiv e  and, hence, th a t  the school must 
provide f o r  s e lf-e x p re s s io n  on the p a r t  o f the c h i ld .  As 
to  s u b je c t-m a tte r  he b e lie v e d  th a t  i t  must come from l i f e  
as i t  in te r e s ts  the c h ild ,  and th a t i t  must r e la te  d ir e c t ly  
to  l i f e  as i t  now i s .  For the f i r s t  tim e p la y  and h an d i- 
was g iven  a p lace in  the cu rric u lu m . I f  th e re  was 
method i t  was th a t o f s e l f - a c t i v i t y .  The prim ary aim o f  
education was not knowledge, but growth in  which knowledge 
became m erely a by-product fu n c tio n in g  as an a id  to  grow th. 
In  o ther words education  was g iven  a s o c ia l and p r a c t ic a l  
meaning by a llo w in g  i t  to  proceed in  the form o f re a l l i f e  
a c t i v i t i e s . G
5. Ib id .  Pp. 329-342.
In  a d d it io n  to  o th er c o n tr ib u tio n s , we are in ­
debted to  Froebel f o r  the k in d e rg a rte n  id e a . The f i r s t  
E n g lis h  speaking k in d e rg a rte n  was e s ta b lis h e d  in  the  
U nited  S ta te s  a t Boston in  1860 by E liz a b e th  Peabody.
Such th en  b r ie f ly  are the ed u ca tio n a l c o n tr ib u tio n s  o f  
these fo u r  g re a t le a d e rs . They stood fo r  much more in  edu­
c a tio n , bu t i n  80 f a r  as they have a f fe c te d  modern educa­
t io n a l th e o iy  these are t h e i r  c h ie f  c o n tr ib u tio n s . The 
d ire c t f r u i t s  o f  t h e i r  p r in c ip le s  were fo u r  g re a t movements 
in  education , the N a tu r a l is t ic ,  the P sy c h o lo g ic a l, the  
S c ie n t i f ic ,  and the S o c io lo g ic a l te n d e n c ies ,^  These
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6« For a d e ta ile d  trea tm en t o f these tendencies see
Monroe, P a u l, " b r ie f  Course in  the H is to iy  of Educa­
t io n ,"  M acm illan  Company, New York C ity .  1932, Pp. 
273 -  398.
tendencies have been touched on s l ig h t ly  in  connection w ith  
the works o f t h e i r  le a d e rs , but since they have e x erte d  so 
tremendous an in flu e n c e  on the conception o f the ed ucative  
process and the  purposes o f the school, i t  i s  w e ll to  
summarize each b r i e f l y .
The N a tu r a l is t ic  tendency re la te d  s p e c i f ic a l ly  to  
method as i t  grew out o f  the c h i ld ’ s own n a tu re . The pur­
pose o f education  was not to  in s t r u c t ,  but m erely to  a llo w  
n a tiv e  im pulses to  work out t h e i r  own r e s u lts .  E ducation  
should s h ie ld  the c h ild  from a r t i f i c i a l i t y  and b r in g  him  
in  close co n tac t w ith  n a tu re . And as we have a lready  seen 
th is  tendency le d  d ir e c t ly  to  the p s yc h o lo g ic a l, s c ie n t i f ic ,  
and s o c io lo g ic a l conceptions o f education , each o f which has 
played a le a d in g  p a rt  in  ed u ca tio n a l development.
The P sycho log ica l tendency fo rm u la ted , and c la s s if ie d  
and put in to  p o s it iv e  conceptions th e  p r in c ip le s  o f the  
N a tu ra l is t ic  movement. I t  conceived o f education  as a p ro ­
cess o f growth or development th a t could be helped or h in ­
dered by method. I t  sought to  understand th e  p sych o lo g ica l 
nature o f th e  c h ild .  Where the N a tu ra lis ts  opposed th e  
school as b e in g  a r t i f i c i a l  and harm ful to  growth the Psy­
ch o lo g is ts  sought to  make o f i t  an In s t i t u t io n  fa v o ra b le  to  
growth by a p roper re c o n c il ia t io n  between i t  and i t s  methods
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on th e  one hand and the c h i ld  and h is  in te r e s ts  on the  
o th e r . Modern in te l l ig e n c e  te s t in g  is  an outgrow th o f th is  
tendency.
The n in e te e n th  century S c ie n t i f ic  tendency in  educa­
t io n  was an outgrow th o r c o n tin u a tio n  o f the "sen se-rea lism "  
of the  seventeenth and e ig h te e n th  c e n tu r ie s . I t  was a 
theory  o f ed u ca tio n  based upon r a t io n a l ra th e r  than e m p ir i­
ca l grounds; and in s te a d  o f the o ld  form alism , le a rn in g  was 
to  be d ire c te d  to  the p r a c t ic a l  and the u s e fu l. I t  was con­
cerned p r im a r ily  w ith  s u b je c t-m a tte r  and method. The content 
o f s u b je c t-m a tte r  became o f prime im portance, since i t  
must be o f p r a c t ic a l  b e n e f it  to  the le a rn e rs . S u b je c t-  
m a tte r must be lo g ic a l ly  fo rm ula ted  and organized, and i t  
must co n ta in  th e  best p r a c t ic a l  m a te r ia l th a t  l i f e  has to  
o f fe r  i f  i t  i s  to  perform  i t s  fu n c tio n  in  school in s t r u c t io n .  
Hence the p ro p er s e le c tio n  o f sub jects  o f study becomes a 
v i t a l  ed u ca tio n a l problem . In  so f a r  as the S c ie n t i f ic  te n ­
dency re la te d  to  method, i t s  c h ie f  emphasis was the in d u c tiv e  
method o f study as opposed to  the deductive method,
"From the S c ie n t i f ic  tendency came the in s is te n c e  upon 
a re v is io n  o f the  id e a  o f a l ib e r a l  education ; a new d e f in i ­
t io n  o f the c u ltu re  demanded by p resen t l i f e ;  and the  
in s is te n c e  s tro n g e r than e v e r when reen fo rced  by the  Socio­
lo g ic a l  view  th a t  in d u s t r ia l ,  te c h n ic a l and p ro fe s s io n a l 
t r a in in g  be in tro d u c ed  in to  eveiy stage o f education  and 
th a t i t  a l l  be made to  c o n tr ib u te  to  the development o f the  
fre e  m a n . - - t h e  f u l l y  developed c i t iz e n ." ?
7. Monroe, P a u l. "A B r ie f  Course in  the  H is to iy  o f Edu­
c a t io n ,"  M acm illan  Company, Hew York C ity .  1932 .
P . 400.
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From th e  s ta n d p o in t o f s o c ie ty , e d u c a tio n  becomes a 
means o f in te g r a t io n  and s o c ia l c o n tr o l .  I t s  aim is  th e  
developm ent, p e rp e tu a tio n , and b e tte rm e n t o f the  s o c ia l  
s tru c tu re . To t h is  aim the  o th e r  te n d e n c ies  have c o n t r i ­
buted i n  p a r t .  Rousseau was p re p a r in g  h ie  ir id iv id u a l f o r  a 
u s e fu l l i f e  i n  s o c ie ty . F ro e b e l and P e s ta lo z z i regarded  
ed ucatio n  as a means o f s o c ia l b e tte rm e n t. The S c ie n t i f ic  
tendency in s is te d  th a t  ed u ca tio n  should meet the needs o f  
l i f e .  To some e x te n t these were th e  th in g s  th a t  Am erican  
statesmen had in  mind when th ey  saw th e  r e la t io n  o f educa­
t io n  to  p o l i t i c a l  and economic w e lfa r e . T h is  in  substance  
is  th e  S o c io lo g ic a l tendency in  ed u ca tio n . A m e ric a n iz a tio n  
classes and th e  making o f the  school a community c e n te r  are  
e x c e lle n t examples o f th e  S o c io lo g ic a l tendency i n  e d u c a tio n ,
A casual lo ok  a t th e  American system w i l l  re v e a l when 
and how these tendenc ies  took ro o t in  our schoo ls . The 
t r a n s fe r  o f th e  school from  the r e l ig io u s  in f lu e n c e  o f  th e  
church to  an in s tru m e n t o f the  s ta te  and o f s o c ie ty  was 
aided by them. The d e c lin e  in  the v a lu e  o f  "fo rm al d is c i ­
p lin e "  and the  in tro d u c t io n  o f new su b je c ts  in to  th e  c u r r i ­
culum, th e  socio-econom ic and p o l i t i c a l  in f lu e n c e s  th a t  
came w ith  N a tio n a lis m  and the in d u s t r ia l  r e v o lu t io n  a l l  b e a r  
w itness to  th e  fa c t  th a t  the  new in flu e n c e s  were a t work in  
Am erica. The new in te r e s t  in  the na tu re  o f the c h i ld  le d  
to  new methods; m em orization  gave way to  a c t iv i t y  th a t  en­
couraged o b s e rv a tio n  and experim en ts . The new knowledge o f 
method, developm ent, and th e  na ture  o f  le a rn in g  le d  to  the
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estab lishm ent o f te  ache r - t  ra in in g  in s t i t u t io n s .  Also the  
more recent movements in  p s y c h o lo ^  of ch ildhood, m ental 
te s t in g , cu rricu lum  c o n s tru c tio n , and th e  d is t in c t  s o c ia l 
tren d  o f the school today owe a g rea t deal to  these i n f l u ­
ences. These are only a few o f the  more im portan t conset- 
quenoes o f fo re ig n  ed u ca tio n a l thought th a t  had e s ta b lis h e d  
themselves in  America by the end o f the n in e te e n th  cen tu ry , 
but they in d ic a te  something o f the nature o f the changes 
th a t took p lace  in  education  a f t e r  the b a t t le  fo r  p u b lic  
tax-supported  schools was won,§̂
 A summary o f n in e tee n th  century e d u ca tio n a l thought
33 revea ls , among o th e r th in g s , the fo llo w in g  im portan t tren ds:
d
N an e f f o r t  to  fre e  the school from t r a d i t io n a l  and re lig io u s
w
I  in flu e n c e s ; a c a te r in g  to  the r ig h ts  and needs o f th e  masses;
I
s ta te  co n tro l and support o f education; th e  conception o f 
education as growth; study o f the psychology o f ch ildhood; 
establishm ent o f k in d e rg a rte n s ; s e l f - a c t iv i t y  as method; 
rec o g n itio n  o f the va lue o f experience in  education; th a t  
su b je c t-m a tte r should be taken  from l i f e ;  th e  im portance of 
teacher t r a in in g ;  and above a l l  an e f fo r t  to  g ive education  
a so c ia l and p r a c t ic a l  meaning th a t would make o f the school 
an agency fo r  the d ire c t io n  and betterm ent o f s o c ie ty . The 
re s u lt is  a new school w ith  new aims and purposes, ded icated  
to  a new s o c ia l m iss ion . Just p r io r  to  the beginning o f  
the tw e n tie th  century the school had en te red  upon i t s  new 
m ission.
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Chapter V I 
S o c ia l C ontro l and In te g ra t io n
The l a t t e r  h a l f  o f the n ineteen th  century w itnessed, 
in  a d d it io n  to  the  in flu e n c e s  already mentioned, changes so 
g rea t in  scope th a t  they can hard ly  be equaled by a s im ila r  
p e rio d  in  the h is to iy  o f any o ther people . P opu lation  had 
grown from a few m ill io n s  to  many tim es i t s  o r ig in a l number. 
Im m igration  had increased  enormously, and not only th is ,  i t  
had changed in  c h a ra c te r . Immigrants now came from many 
d if fe r e n t  c o u n trie s ; and, moreover, a la rg e  percentage of 
them were i l l i t e r a t e  and knew nothing o f our form o f govern­
ment or s o c ia l l i f e ,  A m erican ization  presented a serious  
problem. The in d u s tr ia l  re v o lu tio n  had done i t s  work, 
America had become a m anufacturing n a tio n  second to  no 
other countly  in  the w o rld . W ith  m anufacturing had come the  
development and e x p lo ita t io n  o f our n a tu ra l resources, we 
were engaged in  commerce w ith  the p r in c ip a l nations o f the  
w orld . C it ie s  grew as i f  by magic. Steam and e le c t r ic i t y  
ushered in  a machine age. Highways and ra ilro a d s  were 
b u i l t ,  and tra n s p o rta t io n  and communication tended to  
reduce the e a r l i e r  is o la t io n  o f our ru ra l and v i l la g e  l i f e .  
These changes g re a tly  a ffe c te d  the ch arac ter o f the  
home. In  the o ld  type o f home-labor c h ild re n  were va luab le  
f in a n c ia l assets , and a t the same time they had received  
f a i r  in d u s t r ia l  t r a in in g ,  but modern fa c to r ie s  had ren­
dered home in d u s try  u n p ro fita b le . W ith  cond itions thus 
reversed the c h ild  became a l i a b i l i t y .  Too, the o ld  custom
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and re s tra in in g  in flu e n c e s  o f the home were weakened, in  
other words an e n t ir e ly  new type o f home emerged out o f 
the co n d itio n s  fo llo w in g  the in d u s tr ia l  re v o lu tio n , and 
brought w ith  i t  new s o c ia l problems th a t must somehow be 
solved* The s o c ia l emphasis th a t had re c e n tly  been placed  
on education  w e ll  f i t t e d  i t  fo r  th is  ta s k * And be i t  to  
the e v e r la s tin g  c re d it  o f the school, i t  was the f i r s t  
in s t i t u t io n  to  accept the cha llenge ,
hand in  hand w ith  these changes were o thers . The 
church had lo s t  much of i t s  form er in flu e n c e  in  the l iv e s  
of the peop le . Science had placed a t the command o f a l l  
mary conveniences which h ere to fo re  only the w e a lth ie r  
classes could en jo y . Newspapers had opened to  a l l  a new 
v is ta  in  n a tio n a l and w orld  a f f a i r s ,  b r ie f ly ,  the U nited  
States became during th is  p erio d  a cosmopolitan and indus­
t r ia l i z e d  co u n try .
I t  is  ju s t  these fa c to rs , s o c ia l, economic, and p o l i ­
t i c a l ,  p lus the fo re ig n  in flu en ces  which came to  th is  coun­
tr y  during the n in e teen th  cen tu iy , th a t account fo r  the  
complexity o f the American p u b lic  school system. They, too , 
account fo r  the philosophy th a t has d ire c te d  educational 
th in k in g  fo r  the past h a l f  ce n tu iy . For as changes occur 
in  any phase o f l i f e ,  be i t  economic or s o c ia l, education  
must in  tim e meet those changes. As l i f e  becomes broader 
and more complex so must the school r e f le c t  those complexi­
t ie s  in  the form o f new aims, new purposes, and new a c t iv i ­
t ie s ,  Thus the  school becomes not m erely the agency fo r
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tra n s m itt in g  our s o c ia l h e r ita g e , but i t  has the added and 
more im po rtan t ta sk  o f h e lp in g  the c h ild  to  grow and become 
more e f f ic ie n t  and u s e fu l in  a l l  h is  s o c ia l and economic 
r e la t io n s ,
" In s te a d  o f mere teach in g  in s t i tu t io n s ,  engaged in  
im p artin g  b o o k -in fo rm a tio n  and imposing d is c ip lin e , our 
schools have been asked to  grasp the s ig n if ic a n c e  o f 
t h e i r  s o c ia l re la t io n s h ip s , to  transform  themselves more 
f u l ly  in to  in s t i t u t io n s  fo r  the improvement o f democracy, 
and to  prepare the  young who a tten d  them fo r  g re a te r  s o c ia l 
e f f ic ie n c y  by teach ing  more th a t  is  d ir e c t ly  u s e fu l and by 
t r a in in g  them b e t te r  f o r  c it iz e n s h ip  in  a democracy such 
as o u rs ," !
1 , Cubberley, E ,P , "P ub lic  Education in  the U nited
S ta te s ."  Houghton M i f f l i n ,  New York C ity .  1919. P . 
355.
In  a democracy the whole o f l i f e  depends upon coopera­
t io n , and every s o c ia l re la t io n s h ip  has s o c ia l s ig n if ic a n c e , 
Man is  by na ture  co o p era tive ; but in  the past t r a d i t io n ,  
ignorance, and la c k  o f freedom have prevented h is  f u l le s t  
cooperation  w ith  h is  fe llo w s . H ere in  l ie s  an im portant 
duty o f the school task  as a progressive agency. I t  must 
break down the b a r r ie rs  o f ignorance and t r a d i t io n  which 
have in  th e  past kept men from u n it in g  in  a common e f fo r t  
to  perform  t h e i r  s o c ia l d u tie s . I t  must s t r iv e  to  i n s t i l l  
in  a l l  w ith  whom i t  comes in to  contact a s p i r i t  o f to le ra n c e ,
i n i t i a t i v e ,  freedom, and ju s t ic e — which a f t e r  a l l  are
2basic e s s e n tia ls  to  cooperation  and progress.
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2 , Robbins, C harles  L , "The School as a S o c ia l I n s t i t u ­
t io n ,"  A lly n  and Bacon, Hew York C ity .  1918, P p .
34 -  57 ,
Such th en  is  th e  conception  o f ed uca tio n  th a t  emerged 
as a s o lu t io n  to  the p o l i t i c a l ,  s o c ia l,  economic, and 
fo re ig n  in f lu e n c e s  th a t  had changed our whole l i f e  by the  
beg in n in g  o f th e  tw e n t ie th  c e n tu iy . How has i t  met these  
new demands?
A d e ta i le d  a n a ly s is  o f the schoo l’ s e f f o r t  to  meet a l l  
the new e d u c a tio n a l demands would f i l l  a volume. Here a 
bare o u tlin e  o f s a l ie n t  fa c ts  must s u f f ic e .  F i r s t  o f a l l  
an unheralded p u b lic  in te r e s t  gave i t s  support to  educa­
t io n ,  The whole e d u c a tio n a l process took on new meaning. 
S u b je c t-m a tte r  as the c e n te r  o f in s tr u c t io n  gave way to  the  
c h ild ,  h is  needs and h is  c a p a c it ie s , The school was no 
lo n g e r a p lac e  where bo ok-knowledge was g iven  ready-made 
to  th e  c h i ld .  R ath er i t  became a m in ia tu re  so c ie ty  in  
which the  c h i ld  l iv e d  ve ry  n e a rly  h is  n a tu ra l l i f e ,  save 
only i t  was made s u p e rio r  in  th a t  i t  was d ire c te d  by a 
te a c h e r who understood th e  c h i ld ’ s n a tu re . To add to  the  
re a lis m  p la y , games, songs, music, a r t ,  e t  c e te ra  were 
in tro d u c e d , H e r e - to - fo r e  a l l  a c t iv i t y  had been ad ju s ted  to  
the needs o f th e  s o -c a lle d  "average c h i ld ,"  In  the new 
school th is  was remedied by a d ju s tin g  a c t iv i t y  to  the  
ca p ac ity  and needs o f th e  in d iv id u a l c h i ld .
In  our e a r l i e r  e d u c a tio n a l e f fo r ts  no thought was 
given  to  d e lin q u en cy . The c h ild  could  a tte n d  school o r not 
as he l ik e d .  More re c e n tly , however, the  n ecess ity  th a t  a l l
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should a tte n d  school has been recognized . Consequently 
we f in d  s ta te  laws re q u ir in g  th a t  a l l  c h ild re n  between 
c e r ta in  s p e c if ie d  ages a tte n d  school. The schools, to o , 
have done t h e i r  p a r t  by checking up on themselves to  see 
i f  they are in  any way respons ib le  fo r  delinquency
3, E n g le h a rd t, F re d . "P ub lic  School O rg an iza tio n  and 
A d m in is tra tio n ,"  Ginn and Compary, New York c i t y .
1931. Pp. 348 -  361.
Another im po rtan t advance o f the school on i t s  s o c ia l 
m ission re la te s  to  the s p e c ia l in s tru c t io n  and sp e c ia l 
schools th a t  have been prov ided  fo r  p h ys ica l and m ental 
d e fe c tiv e s  in c lu d in g  the  b l in d , deaf, c r ip p le d , and fe e b le ­
minded c h ild re n . In  th e  e a r ly  days these un fo rtu nates  were 
given but l i t t l e ,  i f  any, a t te n t io n . The "p e c u lia r"  c h ild  
had no p lace  in  school. Today a system o f education th a t  
did  not p ro v id e  f o r  them would be incom plete .
m ii le  the  school has long  been concerned w ith  the  
in t e l le c t u a l  w e lfa re  o f the c h ild , only re c e n tly  has i t  
been concerned w ith  h is  p h y s ica l w e lfa re . Any conception  
of education as growth must ind lude p h ys ica l growth, h e a lth  
work has now come to  be c o rre la te d  w ith  p r a c t ic a l ly  eveiy  
a c t iv i ty  in  school. At present th ere  seems to  be a grow­
ing r e a l iz a t io n  o f the va lue o f the so c ia l se rv ice  work 
th a t the  school is  doing through h e a lth  w ork. In  a d d itio n  
to  the  study o f hygiene and d e f in i te ly  planned ph ys ica l 
t r a in in g  numerous advances have been made along o ther l in e s .  
Note the o p e n -a ir  c la ss es , d e n ta l and m edical c l in ic s .
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school lunches, and p h y s ic a l or h e a lth  in s p e c tio n .
V o c a tio n a l guidance is  today a m ajor fu n c tio n  o f the  
school. The com plexity o f l i f e  a t present renders guidance 
more im po rtan t than  ev er b e fo re . Young people upon le a v in g  
school are h a rd ly  in  a p o s it io n  to  choose w is e ly  t h e i r  
l i f e -w o r k .  They do not know what they are f i t t e d  to  do 
unless guidance has reve a le d  i t  to  them. Guidance to  be 
e f fe c t iv e  must study the  in d iv id u a l ’ s c a p a c itie s  and desires  
and analyze th e  needs o f s o c ie ty . In  fa c t ,  the id e a  o f 
guidance needs to  be borne in  mind as a neoessaiy c o ro lla ry  
to  eveiy course th a t the c h ild  takes w h ile  in  school. 
In d u s try  needs in t e l l ig e n t  c it iz e n s , and in c id e n ta lly  th is  
should be the  main purpose of guidance,^
4 . Robbins,, G.L, "The School as a S o c ia l In s t i t u t io n ,"  
A lly n  and Bacon, New York C ity . 1918. Pp. 169 -  189.
The school i t s e l f  must be a c e n tra l fo rce  in  organ izing  
and u n ify in g  th e  l i f e  o f the community which i t  serves. I t  
must be a community c e n te r th a t w i l l  extend i t s  work to  a l l  
the people in  the community thereby serving the educatio na l 
and s o c ia l problems o f a l l .  Th is  means more than merely  
making the  school house a cen ter fo r  community a c t iv i t i e s .  
Education i t s e l f  must reach out in to  the community and be 
f e l t  by the  people in  t h e i r  d a ily  l iv e s .  There is  perhaps 
no b e t te r  way to  in te g ra te  and c o n tro l the s o c ia l l i f e  o f a 
community th an  is  a ffo rd e d  by th is  means.
The recent developments in  curricu lum  co n s tru c tio n  and
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in t e l l ig e n c e  t e s t in g  deserve m en tio n . The c u rr ic u lu m  as 
now conceived  becomes a w e a lth  o f v a lu a b le  suggestions to  
a id  th e  te a c h e r  i n  h e r  work r a th e r  th an  fu rn is h in g  h e r  a
5
s t r i c t  p r e s c r ip t io n  o f s u b je c t-m a tte r  and book o u t l in e s .
5. A sep ara te  c h a p te r i s  devoted to  the C urricu lu m  in  
P a r t  I I .
I t  i s  designed to  g ive  ex p res s io n  to  school work r a th e r  than  
re p re s s io n . The in te l l ig e n c e  te s t in g  movement is  p a r t ic u -  
l a i y  v a lu a b le  in  th a t  i t  enab les  th e  te a c h e r  to  be more 
accu ra te  i n  c la s s i f ic a t io n ,  m arking , prom otion , choice o f 
s u b je c ts , gu idance , and i n  th e  h a n d lin g  o f sub-norm al and 
g i f t e d  c h ild r e n . I n  t h is  conn ection  achievem ent te s ts  
have a ls o  ren d ered  a v a lu a b le  s e rv ic e .
O th er developm ents th a t  a t te s t  th e  s o c ia l purpose th a t  
i s  now in h e re n t i n  our e d u c a tio n a l system are : V o c a tio n a l
E d u ca tio n ; E x te n s io n  and V a c a tio n  Schools; N igh t Schools; 
A d u lt E d u c a tio n ; A m e ric a n iz a tio n  C lasses; Manual T ra in in g ;  
and th e  c o n s o lid a t io n  o f sm all and i n e f f i c i e n t  schoo ls .
I t  w ould be amiss i n  a study o f t h is  type  not to  
m ention the  work o f  John Dewey, the American p h ilo s o p h e r  
and e d u c a to r, who has perhaps done more th an  any o th e r  man 
to  s o c ia l iz e  th e  AmeTîoâï i  schoo l, b e g in n in g  about 1895 h is  
l i f e  has s in ce  th a t  tim e  been devoted to  th e  cause o f 
e d u c a tio n . He b e lie v e d  th a t  th e  school was the c h ie f  agency 
f o r  p e rp e tu a t in g  and r e -c r e a t in g  s o c ie ty  and f o r  remedying  
i t s  i l l s *  To accom plish t h is  he has f a i t h f u l l y  m a in ta in e d
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th a t  school a c t i v i t i e s  must be c lo s e ly  re la te d  to  those  
in  l i f e  and th a t  the school must be a m in ia tu re  s o c ie ty . 
S o c ia l e f f ic ie n c y  i s  the aim o f education , which can be 
accomplished only when boys and g i r ls  are p e rm itte d  to  
engage in  a c t iv i t i e s  in  re a l l i f e  s itu a t io n s , E ducation  
is  more than  le a rn in g ; i t  co n s is ts  o f p la y , a c t iv i t y ,  
c o n s tru c tio n , work, and express ion . I t  i s  based on mean­
in g fu l  experiences in  which c h ild re n  work to g e th e r and 
share r e s p o n s ib i l i t ie s  w ith  each o th e r. L i f e  is  le a rn e d  
by l i v in g  l i f e ,  and in  th is  l i f e  the whole c h ild  l iv e s —  
eyes, hands, m uscles, e a rs , and mind. The c h ild  le a rn s  to  
do by d o in g -— he le a rn s  so c ie ty  by being a member o f 
s o c ie ty , in d u s try  by engaging in  in d u s try , and government 
by p a r t ic ip a t in g  in  school government. Thus Dewey’ s work 
is  an epitome o f a l l  th a t may be sa id  o f th e  school as a 
so c ia l in s t i t u t io n ,  and h is  th in k in g  c le a r ly  in d ic a te s  the  
m ission o f the  fu tu re  American p u b lic  school.
In  genera l th is  is  the type o f education  th a t has 
grown out o f the  s o c ia l philosophy o f the school. I t  is  
only f a i r  to  say, th a t  here as w e ll as elsewhere in  th is  
study, the id e a l s itu a t io n  has been p resen ted . In  p ra c tic e  
the th e o r ie s  th a t  evolved during  each p e rio d  o f our educa­
t io n a l development took root f i r s t  o f a l l  in  c ity  schools. 
T h e ir  e f fe c ts  on ru r a l schools have been f e l t  only in  
recent y e a rs , the  delay being due p r im a r ily  to  in e f f ic ie n t  
types o f o rg a n iz a tio n  and a d m in is tra tio n  and a s c a rc ity  o f 
f in a n c ia l  support in  ru ra l se c tio n s .
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I t  m ight appear th a t  undue w eight has been g iven  to  
p o l i t i c a l ,  economic and s o c ia l fo rc e s . But a f t e r  a l l  i t  
i s  ju s t  these fa c to rs  th a t  determ ine the tre n d  o f a p e o p le ’ s 
thought; so, n a tu r a l ly ,  a study o f th e  philosophy o f edu­
c a tio n  is  h a rd ly  m ean ingfu l ap art from them. For th is  
reason an a ttem pt has been made to  analyze the  tre n d  o f 
thought on these m a tte rs  and to  show how i t  u lt im a te ly  
brought i t s e l f  to  b e a r on the school.
We in  America have the fa te  o f our schools in  our own 
hands. I n  a l i t t l e  over th re e  c e n tu rie s  we have changed 
the school from  an in strum ent o f the church fo r  re lig io u s  
s a lv a tio n  to  an instrum ent o f the s ta te  f o r  s o c ia l sa lva ­
t io n ,  We have p laced  upon ourselves the burden o f i t s  
support. The s tru g g le  has not been an easy one, nor is  i t  
y e t won. The presen t economic and s o c ia l c r is is  out o f 
which we are ju s t  emerging has reve a le d  maiw weaknesses.
S h a ll we a llo w  ed ucatio n  to  d r i f t  and g ra d u a lly  ad ju s t i t ­
s e l f  to  w hatever s o lu t io n  is  reached, or s h a ll we reorgan ize  
and r e d ire c t  and make o f education  a to o l p a r -e x c e lle n t  
fo r  b r in g in g  about the s o lu t io n  and use i t  to  prevent 
s im ila r  occurrences? T h is  is  a qu estion  th a t  m e rits  the  
serious c o n s id e ra tio n  o f every educator and layman in  
America, and one on which the fu tu re  o f the American school 
depends.
In  v iew  o f a l l  th a t  has been sa id  in  the preceding  
pages as to  th e  s o c ia l philosophy o f the school, i t  would 
seem th a t  today as never b e fo re  the school and i t s  e duo a-
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t io n a l  se rv ic e  is  the  g re a te s t c o n s tru c tiv e  to o l in  a 
Democracy. In  C o lo n ia l days i t s  in flu e n c e s  were scarce ly  
f e l t  in  the p o l i t i c a l  and s o c ia l l i f e  o f the peop le; today  
i t  i s  th e  f i r s t  e s s e n t ia l o f good government and progress  
in  our n a t io n a l l i f e .  As people are fre e d  from an au to ­
c r a t ic  form o f government, and as they assume the respon­
s i b i l i t y  o f government them selves, the  need fo r  the  
common ed uca tio n  o f a l l  becomes e v id e n t. The pages o f  
h is to ry  b ear w itn ess  to  th e  fa c t  th a t  attem pts  a t p o pu lar  
government w ith o u t p o p u lar education  have re s u lte d  in  
f a i lu r e .  Today, w herever a dem ocratic government e x is ts ,  
th e re  is  a b e l i e f  th a t  u n iv e rs a l education  is  the most 
e f fe c t iv e  in s tru m en t in  d ire c t in g  the  d e s tin ie s  o f the  
people and the  governm ent. I t  i s  th is  b e l i e f  th a t  in  la rg e  
p a rt accounts f o r  the p resen t s o c ia l emphasis g iven to  the  
school, and makes o f i t  an in s t i t u t io n  fo r  s o c ia l c o n tro l 
and in te g r a t io n  in  the l iv e s  o f the American peop le .
"E ducation  in  a dem ocratic government such as ours is  
the g re a te s t o f a l l  undertakings f o r  the prom otion o f the  
n a tio n a l w e lfa re , and th e  te a c h e r in  our schools renders  
an inconspicuous but a h ig h ly  im portant n a tio n a l s e rv ic e .
In  tea ch in g  to  the  young the p r in c ip le s  which l i e  a t the  
base o f our dem ocratic l i f e ;  in  awakening in  them the  
conception o f l ib e r t y  guided by law , and the d iffe re n c e  
between freedom and lic e n s e ; in  t r a in in g  them fo r  s e l f -  
c o n tro l;  in  develop ing  in  them the a b i l i t y  to  shoulder 
r e s p o n s ib i l i ty ;  in  awakening them to  the greatness o f th a t  
dem ocratic n o b i l i t y  in  which a l l  can share; in  i n s t i l l i n g  
in to  them the im portance o f f i d e l i t y  to  du ty , t r u th ,  honor, 
and v ir tu e ;  and in  u n ify in g  d iverse elem ents and fu s in g  
them in to  the  n a tio n a l mould; the schools are rend ering  a 
n a tio n a l s e rv ic e  seldom ap p rec ia ted  and not l i k e ly  to  be 
overex tim ated . I t  was to  c rea te  such c o n s tru c tiv e  i n s t i ­
tu t io n s  f o r  our dem ocratic l i f e  th a t we took the school 
over from the Church, severed a l l  connections between i t
62
and i t s  p a re n t, made i t  fre e  and e q u a lly  open to  a l l ,  and 
d ig n if ie d  i t s  in s t r u c t io n  as a b i r th r ig h t  o f eveiy  American  
boy and g i r l , " ®
6 , Cubberley, E ,P . "P u b lic  E du cation  in  th e  U n ited  
S ta te s ,"  M acm illan  Company, New York C ity ,  1919, 
P , 504.
P a r t  I I
A P h ilo s o p h ic  In te r p r e ta t io n  o f Some 
M a jo r Trends in  E ducation  as They 
A ffe c t  the S o c ia l S tatus o f th e  School
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I n tr o d u c t io n  t o  Part II
Since we are coming more and more to  a r e a l iz a t io n  
o f th e  s o c ia l r e s p o n s ib il i ty  o f the school and what th is  
im p lie s  to  the development o f the " s e lf"  in  r e la t io n  to  
"o th e r s e lv e s " , i t  is  bu t a step to  the p ro p er understanding  
o f such terms as c u ltu re , m orals, cu rricu lu m , experience , 
r e f le c t io n ,  method, and s u b je c t-m a tte r . These in  tu rn  
c le a r ly  d e fin e  th e  p lace  and the re la t io n s h ip s  th a t  should  
e x is t  between te a c h e r and p u p il in  the ed ucative  process.
The p o s it io n  taken  here is  th a t  educatio n  is  synonomous 
w ith  growth, l i f e ,  experience ; th a t  cu rricu lu m  is  bu t a 
system atic arrangement o f a l l  the fa c to rs  th a t  a f fe c t  growth; 
th a t method is  a way o f le a rn in g  o r the in t e l l ig e n t  d ire c t io n  
of an experience to  a successfu l outcome ; th a t  s u b je c t-  
m a tte r  in c lu d es  eveiy  th in g  th a t  a id s  in  the experience p ro ­
cess; and th a t  r e f le c t io n  is  the sensing o f the  re la t io n s h ip  
th a t e x is ts  between an act and i t s  consequences thereby  
rendering  i t  a v a ila b le  f o r  fu tu re  e xp erie n ce . C u ltu re  is  
taken to  mean the re s u lt  o f id e n t i fy in g  the " s e lf"  and a l l  
i t s  c a p a c it ie s  w ith  a c t iv i t i e s  which le a d  to  h ig h e r p lanes  
of a c tio n . I t  i s  a constant deepening and expansion of the  
meanings found in  exp erien ce . M orals as here conceived  
begin in  the im pu ls ive  natu re  o f the c h i ld ,  and through  
choice and a s s o c ia tio n  w ith  o thers , r e s u lt  in  the develop­
ment o f the best " s e l f , T h e  p lace o f the  te a c h e r becomes
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1 , These conceptions are taken  from c la s s  in  "The P h i l ­
osophy o f E ducation" taugh t by D octor K, J, Hoke during  
th e  session o f 1933-34 a t the C o llege o f W illia m  and 
M a iy ,
th a t  o f an in t e l l ig e n t  and sym pathetic guide whose c h ie f  
purpose is  to  see th a t  the p u p i l ’ s experiences are mean­
in g fu l .  The p u p il ,  h is  c a p a c it ie s , and h is  needs become 
the c e n te r  o f the educative  process, be is  no lo n g er  
looked upon as a candidate  f o r  humanity somewhere short o f 
th a t g lo r io u s  s ta te  known as adulthood, and whose educa­
t io n  co n s is ts  o f absorbing ready-made knowledge, b a th e r,
2
he is  looked upon as an immature in d iv id u a l whose educa­
t io n  co n s is ts  o f grow th in  f r u i t f u l  exp erie n ce s .
2. Im m atu rity  here means a b i l i t y  o r power f o r  grow th.
I t  i s  in  th is  l ig h t  th a t  the  fo llo w in g  chapters dea l 
w ith  these term s.
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Chapter I  
C u ltu re  and M orals
(1 ) C u ltu re
"The m istake  o f making the  records and remains o f  the 
past th e  main m a te r ia l o f ed ucatio n  is  th a t  i t  cuts the  
v i t a l  connection  o f p res en t and p a s t, and tends to  make 
the past a r i v a l  o f the p resen t and the p resen t a more or 
le s s  f u t i l e  im ita t io n  o f the p a s t*  Under such circum stances, 
c u ltu re  becomes an ornament and so lace; a refuge and an 
aEylum. Men escape from the c r u d it ie s  o f th e  p resen t to  
l i v e  in  i t s  im agined re fin em en ts , in s te a d  o f using what the 
past o f fe rs  as an agency f o r  r e f in in g  these c r u d it ie s ,
1 , Dewey, John, "Democracy and E du catio n , " M acm illan  
Company, New Y ork C ity .  1933. P. 88 .
The conception  o f c u ltu re  here set f o r t h  is  based on 
the c la s s ic a l o r re tro s p e c tiv e  th e o iy  o f ed ucatio n , namely, 
th a t ed ucatio n  c o n s is ts  o f a r e p e t i t io n  o r review  in  
panaromic form o f the events o f the p a s t. Such a view  
ig nores  the l i v in g  and a c tiv e  in flu e n c e s  in  p resent ex­
p e rie n c e . The p a s t as such is  m eaningless to  the c h ild  
because i t  i s  f a r  removed from h is  p resen t needs. Only as 
we exact meanings from the  past which have s ig n if ic a n c e  in  
present and fu tu re  experience can we say th a t  i t  has educa­
t iv e  and c u l tu r a l  v a lu e .
Much is  made o f the  s o -c a lle d  c u ltu r a l  s tu d ie s — L a tin ,  
Greek, L i te r a tu r e ,  e t c e te ra ; and we have been prone to  
regard  the  person who has s tud ied  them as c u ltu re d . But
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are we j u s t i f i e d  in  te rm in g  such person c u ltu re d  m erely  
because he has come in to  contact w ith  the  c u l tu r a l  products  
of remote ages? Are we j u s t i f i e d  in  term ing  a sub ject 
c u ltu ra l because i t  records the best th a t  the  past has to  
o ffe r?  Why a f t e r  a l l  are we t r y in g  to  keep a l iv e  these  
r e l ic s  o f the past? I s  i t  because they possess an i n t r i n ­
s ic  c u ltu r a l  va lue  th a t  w i l l  render the person who has 
come in to  co n tac t w ith  them cu ltu red ?  I f  so, the in d iv i ­
dual and h is  experience has l i t t l e  to  do w ith  c u ltu r e .  I t  
seems th a t the  only p o s s ib le  c la im  any su b jec t can have on 
cu ltu re  is  th e  ex ten t to  which i t  e n te rs  in to  and g ives  
meaning to  p resen t exp erie n ce . G ranted th a t  t h is  v iew  is  
c o rre c t, then the c u l tu r a l  sub jects  are c u l tu r a l  only in  
the sense th a t  they are mediums th rough w hich the p resen t 
makes use o f c u ltu ra l experiences o f the p a s t .
An e q u a lly  untenable n o tio n  o f c u ltu re  i s  in h e re n t i n  
the th eo iy  o f ed ucatio n  as p re p a ra tio n . T h is  th e o iy  sub­
ordinates education— -e x p e rie n c e — to  a d is ta n t  goal in  
the fu tu r e , The goal i s  a d u lt l i f e ,  and i t s  key note is  
to prepare , to  get ready f o r  something th a t  l i e s  ahead, i t  
makes of the c h ild  a cand idate , one who is  p re p a rin g  h im s e lf  
fo r  r e s p o n s ib il i t ie s  which aw a it him in  a d u lt  l i f e .  Such a 
theo iy  n eg lec ts  the  only tru e  p re p a ra tio n — th a t  p re p a ra tio n  
now is  th e  only p re p a ra tio n  th a t  takes care o f the fu tu r e .
I t  makes o f c u ltu re  a d e f in i te  a t ta in a b le  something th a t  
aw aits th e  c h i ld  out yonder beyond h is  p e r io d  o f a p p re n tic e ­
sh ip . As such i t  p res crib e s  a c e r ta in  amount o f H is to iy ,
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L a t in , L i te r a tu r e ,  e t  c e te ra , and as a reward to  the c h ild  
fo r  h is  e f f o r t s  i t  promises him c u ltu re . The fa l la c y  l ie s  
in  the fa c t  th a t  p resen t experience , "the s e lf " ,  and a l l  
the a c t iv i t ie s  th a t  c o n tr ib u te  to  the growth of " s e lf"  are  
ignored . I t  f a i l s  to  consider the tru e  meaning o f c u ltu re -, 
th a t i t  re s u lts  only when the " s e lf"  and a l l  i t s  c a p a c itie s  
are id e n t i f ie d  in  m eaningful experiences w ith  a c t iv i t ie s  
which le a d  to  e v e r h ig h e r planes o f a c tio n .^
2., From c lass  in  "The Philosophy of E d u catio n ,"  taught 
by Doctor K . J , Hoke, College o f W illia m  and M aiy , 1933- 
34 •
I t  m ight be shown, in  a s im ila r  manner, th a t erroneous 
conceptions o f c u ltu re  are in h eren t in  o ther fa lla c io u s  
th eo rie s  o f education , such as education as unfoldment, 
and education  as t r a i n ing of the fa c u lt ie s .  But the  
examples described  above serve to  show th a t i f  the school 
as a societl in s t i t u t io n  is  to  serve as a c u ltu ra l agency 
i t  must, f i r s t  o f a l l ,  be based on a sound educational 
th e o iy . Such a th eo iy  is  contained in  two d e f in it io n s  of 
education ta ke n  from Dewey,
"The educative  process is  a continuous process of 
growth, having as i t s  aim a t eVeiy stage an added capacity  
of g ro w th ."3
3, Dewey, John, "Democracy and Education, " M acm illan  
Company, New York C i ty . 1933, P . 63,
"Education may be de fin ed  as a process of continuous 
rec o n s tru c tio n  o f experience w ith  the purpose o f w idening
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and deepening i t s  s o c ia l content:; w h ile , a t the same tim e  
the in d iv id u a l gains c o n tro l o f the  methods in v o lv e d ."4 '
4# Dewey, in  P aul Monroe (E d .) "Cyclopedia o f E d u c a tio n .” 
M acm illan  Company, New York C ity . 1911. v o l. I I .
P . 400.
In  the l ig h t  o f present day knowledge, these two 
conceptions——education  as growth and education as the 
continuous re c o n s tru c tio n  o f ex p e rie n ce -— seem to  supply 
a theory o f ed ucatio n  in  which c u ltu re  has a p la c e . Growth 
means read ing  in to  an ac t meaning so th a t  fu tu re  acts may 
be on a h ig h e r p la n e ,^  I t  means the continuous increase
5. iJ’rom c la ss  on "The Philosophy o f E ducation", taught 
by D octor K ,J * Hoke, College o f W illia m  and Mary, 
1933-34 .
in  the present meaning o f experience. R econstruction o f 
experience means g e tt in g  from experience meanings and 
a b i l i t i e s  th a t  w i l l  render subsequent experience more 
f r u i t f u l .  L ik e  growth, i t  means the continuous increase  
in  the presen t meaning o f experience. Thus education, 
growth, and continuous reco n stru c tio n  o f experience are  
id e n t ic a l .  Dewey de fin es  c u ltu re  as "the capacity  fo r  
co nstan tly  expanding the range and accuracy of one’ s p e r­
cep tio n  o f m e a n in g s ."6 i t  is  th e re fo re  apparent th a t edu-
6 . Dewey, John. "Democracy and Education, " M acm illan  
Company, New York C ity .  1933. P . 145.
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c a tio n  r ig h t ly  conceived— as growth and re c o n s tru c tio n  
of experience——is  c u ltu re *
P re re q u s ite  to  education  as growth are the  cond ition s  
o f dependence and p l a s t i c i t y .  Dependence im p lie s  need, 
and hence a b i l i t y  o r power to  grow. P la s t ic i t y  renders  
the in d iv id u a l capable o f le a rn in g  from exp erien ce . I t  
renders him capable o f re ta in in g  meanings from past and 
present experiences th a t  are a p p lic a b le  in  fu tu re  s itu a ­
tio n s * In  s h o rt, i t  is  the a b i l i t y  to  exact meanings--^  
to  le a rn — from ex p erie n ce . Th is  im p lie s  th a t  education  
to  a la rg e  e x te n t is  h a b it  fo m a t io n .  H ab its  are of two 
kinds: ro u t in e , those h a b its  th a t  g ive the in d iv id u a l  
mechanical c o n tro l over rou tine  elements in  h is  environ­
ment and lea ve  him fre e  to  exerc ise  thought in  more com­
p lex  s itu a t io n s ;  and a c t iv e , those h a b its  o f an in t e l le c ­
tu a l nature th a t  enable the in d iv id u a l to  use p r io r  a c t iv ­
i t y  in  m eeting new s itu a t io n s . Both are e s s e n tia l to  
growth. Routine h a b its  c le a r  the way fo r  growth, and 
ac tive  h a b its  are grow th. Now when we th in k  of c u ltu re  
as the id e n t i f ic a t io n  o f ”  s e lf  " w ith  a progressive course 
of a c tio n , i t s  re la t io n s h ip  to  growth and h a b it fo rm ation  
becomes ap paren t. I t  becomes a progressive and continu­
ous something in h e re n t in  growth. As such i t  is  l iv in g  
and a c tiv e  and is  found only in  the meanings gleaned from  
each experience in  the continuous growth o f the in d iv id ­
u a l.
E d u ca tio n a l aims have a d ire c t  bearing  on c u ltu re .
I n  f a c t ,  th ey  may determ ine whether education  has c u ltu r a l
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va lue or n o t. P or th e  moment, l e t  us co n s id er an e x te rn ­
a l ly  imposed aim . Such an aim becomes a mere d ic ta t io n  tn 
do th is  or th a t  ; i t  is  fo re ig n  to  experience; i t  sets  
bounds to  a c t iv i t y ;  and is  in capab le  o f be in g  transform ed  
in to  a method o f procedure . Above a l l  i t  does not a r is e  
out o f the c h i ld ’ s im pulses in  h is  present experience , nor 
is  th e re  any connection between i t  and the means by which  
i t  was a t ta in e d . Many fa c ts  in  H is to ry , Geography, or A rith -  
m etic may be accumulated in  th is  way, but they have no 
connection w ith  exp erien ce . They are is o la te d , fo re ig n  b i ts  
of in fo rm a tio n s , th a t  la c k  meaning because o f t h e ir  sever­
ance from the c h i ld ’ s w orld  o f experience . There is  another
type o f aim th a t  a r is e s  in  experience in  education i t s e l f .
7
Dewey says th a t  the c h a ra c te r is t ic s  o f such an aim are:
7. Dewey, John* "Democracy and Education. " M acm illan  
Company, New York C ity .  19 33. Chapter V I I I ,
" I t  must grow out o f e x is t in g  co nd ition s , i t  must be f le x ­
ib le ,  and i t  must represent a fre e in g  of a c t iv i t ie s ,"  
B r ie f ly ,  th en , a tru e  educatio na l aim must grow out o f the  
c h ild ’ s im pulses and be in h eren t in  experience . I t  must 
be capable o f m o d if ic a tio n  to  meet present cond itions or o f 
being t ra n s la te d  in to  a method, i t  must not set l im i t s  to  
a c t iv i t y ,  but should encourage choice among a la rg e  number 
of p o s s ib le  a c t i v i t i e s .  Here the fa c ts  in  H is to ry , Geogra­
phy, and A rith m e tic  would have meaning because the c h ild  
would use them as need f o r  them arose in  ex p erie n ce -—
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p o ss ib ly  in  a p lay  th a t  he is  w r i t in g .  In  t h is  l ig h t  aims 
are but n a tu ra l consequences o f a c t iv i t y  which serve to
Û
g ive  i t  meaning and v a lu e .°  T h e ir  fu n c tio n  is  experience
8 . Dewey, John, "Human Nature and Conduct," H o lt , New 
York C ity .  1922. P . 225.
is  to  make o f i t  an in t e l l ig e n t  a c t i v i t y - — to  g ive  i t  a 
meaning, a purpose. At th is  p o in t ,  and b e a rin g  in  mind the  
conception o f c u ltu re  o u tlin e d  above, i t  is  easy to  see th e  
c u ltu ra l va lu e  o f an aim . In  th is  ch ap ter c u ltu re  has been 
dw elt on rep e a te d ly  as the  constant in crease  o f meanings 
found in  experience re s u lt in g  from id e n t i fy in g  th e  s e l f  
w ith  a c t iv i t ie s  th a t  le a d  to  h ig h e r p la n e s , A tru e  aim, 
then, since i t s  fu n c tio n  is  to  g ive meaning and purpose 
to  experience is  h ig h ly  e s s e n tia l to  ed u ca tio n  i f  i t  i s  to  
have c u ltu re d  v a lu e .
Perhaps the  most common conception  o f c u ltu re  is  th a t  
of personal and m ental re fin em en t, w hether i t  be due to  
b ir th ,  w e a lth , p o s it io n  in  s o c ie ty , ed u ca tio n , o r the l i k e .  
We th in k  o f i t  as something opposed to  the crude and o rd in ­
a ry , Now i t  happens th a t  these are t r a i t s  o f  c u ltu re , but 
i t  does not n e c e s s a rily  fo llo w  th a t  the  person possessing  
them is  c u ltu re d . He m ight be s e lf is h  and devoid o f 
human in te r e s ts .  He m ight p lace m a te r ia l va lues  above 
s o c ia l good. H is  p e rs o n a lity  m ight be developed along a 
narrow and s e l f is h  channel. Can we sey th a t  such person  
is  cu ltu red ?  E m p h atica lly  no.’ He is  re c e iv in g  from
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so c ie ty  but he is  not c o n tr ib u t in g , h is  e f f i c i e n c y  is  
one-s ided . H is  w orth has been measured ap art from the  
experience process th a t  is  going on in  so c ie ty  a t la rg e .
In  o th e r words, we are t r y in g  to  measure h is  c u ltu re  apart 
from h is  a s s o c ia t io n s -— h is  ex p e rie n ce -— w ith  o th ers . We 
are t r y in g  to  render c u ltu re  and s o c ia l e f f ic ie n c y  antag­
o n is t ic  to  each o th er as ed u ca tio n a l aims. Only as we 
r e a liz e  th a t  a " s e lf"  is  what i t  is  because o f i t s  asso­
c ia t io n  w ith  o th ers ,^  th a t  one cannot communicate and share 
w ith  others w ith o u t broadening and deepening the meanings
9 . Dewey, John. "Democracy and Education. " M acm illan  
Company, New York C ity .  1933. P . 143.
found in  experience can we understand the s o c ia l im port 
of c u ltu re . Such, in  fa c t ,  is  c u ltu re .
We speak o f the c u ltu re  in to  which a c h ild  is  born, 
meaning the  t r a d it io n s ,  customs, law s, in s t i tu t io n s ,  la n ­
guage, e t  c e te ra  o f the p a r t ic u la r  group in to  which he is  
born.^^ A l l  these have a d e f in ite  value in  the education
10. Counts, George S, "Dare the School B u ild  a New 
S o c ia l O rd er."  John Day Company, New York C ity .
1932. P p. 13 -  15 .
o f the young. They form the basis  o f experience . W ithout 
them th e re  would be no choice and no s ta r t in g  p o in t fo r  
a c t iv i t y .  They fu rn is h  standards by which the c h ild  can
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judge a c t iv i t y ,  and they in d ic a te  ways by means o f which  
he can d ire c t  a c t i v i t y .  But in  them selves they  are not 
c u ltu re  to  the  c h i ld .  Only as he a p p lie s  them in  e x p e r i­
ence and d iscovers  th a t  they have meaning i n  h is  l i f e  do 
they have c u l tu r a l  va lu e  fo r  him .
M r. W.C. Bower^^ says; "At l a s t ,  each person fo r
11 . Bower, W.C. " R e lig io n  and the Good L i f e . "  Abingdon 
P ress , New York C ity .  1933, P . 202,
h im s e lf must b u i ld  a u n if ie d  and co n s is te n t w orld  by 
p ie c in g  to g e th e r  the meanings and va lues  which he fin d s  
res id en t in  h is  own experience o f th e  w o rld . I f  he is  
fo rtu n a te  enough to  l i v e  in  a c u ltu re  whose ideas and 
values are woven to g e th e r  in to  a co n s is te n t p a tte rn , h is  
task  w i l l  be g re a t ly  f a c i l i t a t e d .  I f  he is  u n fo rtu n ate  
enough to  l i v e  i n  a c u ltu re  th a t  is  i t s e l f  d iso rgan ized  
and a to m is tic , h is  persona l ta sk  o f b u ild in g  a u n if ie d  
w orld  fo r  h im s e lf  w i l l  be much more d i f f i c u l t .  But whether 
u n if ie d , as in  the g re a t p erio d s  o f c u ltu r a l  syn th es is , or  
d isorgan ized , as in  the  g re a t periods o f t r a n s it io n  and 
ra p id  s o c ia l change such as our own is ,  each must crea te  
h is  w orld  o f r e a l i t y  out o f the raw m a te r ia ls  o f h is  own 
experience in  a d ju s tin g  h im s e lf to  th a t  w o r ld -« -a  w orld  
bound to g e th e r  by the t is s u e  o f meanings and va lues th a t  
operate w ith in  h is  experience o f i t .  T h is  w orld  o f ex­
perience is  the w o rld  o f r e a l i t y  fo r  each o f  us. There is  
and can be no o th e r ."
T h is  im p lie s  th a t  the only tru e  education  is  concerned 
w ith  fa c in g  the r e a l i t i e s  o f l i f e .  Not the mere fa c in g  
of them as a means o f f i t t i n g  in  the  s ta tu s  quo or as a 
means o f escape from i t ,  but w ith  an in c re a s in g  ze a l as 
to  how i t  can be changed fo r  the b e t te r .  Only as education  
accepts t h is  challenge w i l l  i t  r e s u lt  in  the f u l le s t  en­
richm ent o f l i f e ,  which a f t e r  a l l  is  the essence of 
c u ltu re .
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(2 )  Moral E d u cation
The q u e s tio n  o f m o r a l i ty — r ig h t  and wrong— is  as 
o ld  as recorded h is to r y .  Throughout t h is  p e r io d  many con­
f l i c t i n g  th e o r ie s  as to  the  nature o f m ora ls  have been  
advanced. There were those who contended th a t  m orals  
were a q u e s tio n  o f the  in n e r  w i l l  o f man. T h is  le d  to  an 
in n e r  m o ra lity  o f "good in te n t io n s " ,  w hich had no concern  
fo r  the ac t i t  le d  to .  T h is  v iew  was opposed by an e q u a lly  
r id ic u lo u s  one, namely, th a t  m o ra lity  e x is te d  w h o lly  a p a rt  
from the in n e r  l i f e  o f  man. C e r ta in  th in g s  were r ig h t  or 
wrong m erely because th e  "code" o f m orals  approved or 
disapproved them. In  t h is  conception  th e  a c to r  was l e f t  
e n t ir e ly  out o f th e  p ic tu r e ,  and h is  a c ts  became th e  so le  
measure o f h is  m o r a lity .
M o ra ls , as they were f i r s t  conceived in  co n n ectio n  
w ith  the school, were a s o rt o f compromise betw een th ese  
two extrem es. The r e s u lt  was a s o rt o f dogm atic and d ir e c t  
moral in s t r u c t io n .  On th e  one hand, th e  in d iv id u a l  was 
re lie v e d  o f any r e s p o n s ib i l i ty  f o r  u n d e s ira b le  consequences 
of h is  conduct s ince he meant w e ll  in  doing i t .  On th e  
other hand, th e re  was a c e r t a in  number o f ta s k s - - -s o  c a l le d  
moral d u tie s — to  perform  m erely  because th e  te a c h e r  o r  
others demanded i t ,  and not because th e  c h i ld  was i n t e l l i ­
g en tly  concerned about i t .  T h is  le d  to  a d ir e c t  m oral 
in s tr u c t io n  in  which th e  c h i ld  was t o ld  to  do " th is "  be­
cause i t  was r ig h t  and not to  do " th a t"  because i t  was 
wrong. He was le a rn in g  a l i s t  o f "do’ s and don’ t s " ,
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pro b ab ly  good i n  them selves , bu t o f no s ig n if ic a n c e  to  
him because such in s t r u c t io n  ig n o red  h is  d e s ire s  and 
im pulses and h is  w o rld  o f e x p e rie n c e . The weakness o f  
t h is  ty p e  o f in s t r u c t io n  l i e s  in  i t s  f a i lu r e  to  see th a t  
m orals r e s u lt  only when in d iv id u a ls  engage i n  a c t iv i t i e s  
th a t  re q u ire  r e f le c t io n ,  and w ith  which th ey  id e n t i f y  
them selves in  a p ro g re s s iv e  course o f a c t io n .^
1 . C lass in  "The P h ilosophy o f E d u ca tio n , " ta u g h t by
D octor K . J . Hoke, C o llege  o f W ill ia m  and M a iy , 1 9 3 3 -3 4 .
A gain , th e  conceptions o f m orals ju s t  s ta te d  have 
le d  to  a narrow ing o f th e  meaning o f m o ra ls . I t  has le d  
to  a d e f in i t e  code o f m oral a c ts , good because t r a d i t io n  
has stamped i t s  ap prova l on them, and not because th ey  
are now s o c ia l ly  d e s ira b le , Dewey has s a id  " th a t  m orals  
are as broad as ac ts  w hich concern our r e la t io n s ip s  w ith  
each o t h e r ."2 T h is , th e n , would seem to  in c lu d e  a l l  our 
acts , and to  mean th a t  a p a rt from  t h e i r  s o c ia l r e la t io n ­
ships ac ts  have no m oral s ig n if ic a n c e .
2. Dewey, John. "Democracy and E d u ca tio n . " M acm illan  
Company, New Y ork C i ty .  1933. P. 41 4 .
These la s t  two p o in ts  m entioned a b o v e -- - th a t  m orals  
re s u lt  on ly when in d iv id u a ls  engage in  a c t i v i t i e s  which  
re q u ire  r e f le c t io n ,  e t  c e te ra ; and th a t  a p a rt from th e  
s o c ia l th e re  is  no m o ra l, have u n t i l  re ce n t y e a rs  been
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ig n o re d  by the  schoo l. I t  was thought th a t  moral in s tr u c ­
t io n  must be g iv e n  a d e f in i t e  p lace  in  th e  d a ily  program  
much th e  same as was g ive n  to  any o th e r  s u b je c t. Such 
an a t t i tu d e  b u i l t  in  the  minds o f te ach ers  and p u b lic  a 
m in d -se t about m orals th a t  was d i f f i c u l t  to  change. At 
the p re s en t tim e  a goodly percentage o f our teachers  have 
the r ig h t  co ncep tion  o f m oral ed uca tio n , but on th e  
o th e r hand, th e  p u b lic  s t i l l  c lin g s  to  th e  o ld e r id e a .
How many o f us have not heard p aren ts  say th a t  the school 
does not te a ch  m orals  and th a t  c h ild re n  are "going to  the  
dogs?" Such, th e n , is  the  g enera l s ta tu s  o f m oral educa­
t io n *  What can th e  school do to  in su re  the  type o f m oral 
ed ucatio n  th a t  i s  demanded by a dem ocratic socie ty?
I t  is  a commonplace to  a s sert th a t  m orals— -c h a ra c te r  
t r a in in g — is  th e  h ig h e s t aim o f school in s t r u c t io n ,  i f  
such be th e  case, th en  we must be sure th a t  we help  in s te a d  
of h in d e r in  th e  r e a l iz a t io n  o f th is  fundam ental aim.
I f  th e  purpose o f the  school is  m oral, how are we to  
r e a l iz e  th is  purpose? We have ample grounds fo r  b e lie v in g  
th a t the  o ld  type  o f d ire c t  m oral in s t r u c t io n  has f a i le d .^
3* Dewey, John. "Moral P r in c ip le s  in  E du cation . "
Houghton M i f f l i n  Company, New York C ity .  1909. P . 4 .
T h ere fo re  i t  seems th a t  a hopefu l remedy l i e s  in  the  
broad f i e l d  o f in d ir e c t  m oral in s tr u c t io n  in  which o b je c ts , 
persons, a c t i v i t i e s ,  in  fa c t  e v e ry th in g  w ith  which the  
c h ild  comes in  co n tac t p la y s  a p a r t .
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The atmosphere o f the school i t s e l f  p lays  an im portant 
p a rt in  m oral ed u ca tio n . The c h ild  i t  is  educating is  a 
member o f s o c ie ty , and he has experiences and must perform  
the same type o f serv ices  th a t others do. he is  l iv in g  
in  a Democracy, in  a community, in  a home. Success in  
a l l  o f these re la t io n s h ip s  depends on the a c tiv e  powers 
of thought, s e l f -d ir e c t io n ,  serv iceab leness, e tc , th a t  
are developed in  the c h i ld .  Th is  p laces a challenge on 
the school, namely, th a t  the c h ild  be allow ed to  engage 
in  a c t iv i t ie s  th a t  develop h is  freedom in  th in k in g  and 
which are in  keep ing  w ith  h is  im pulses; and th a t the  
school i t s e l f  must provide an environment th a t is  continuous 
w ith  th a t  ou ts ide  the school, Eor i f  the school has a 
moral purpose, i t  is  th a t  o f p a r t ic ip a t in g  in  s o c ia l l i f e .
As such the school must become more and more s o c ia liz e d , 
and not m erely adapt our boys and g i r ls  to  the l i f e  about 
them, but i n s t i l l  in  them the des ire  to  improve i t .  There 
is  not nor cannot be a more im portant moral o b lig a tio n
of the school.
Methods o f in s tru c t io n  e ith e r  help or h in d er moral 
education. Suppose a teach er has a class o f fo r ty  p u p ils .  
The day is  d iv id e d  in to  a number o f fo rty -m in u te  p erio d s . 
During one p e rio d  the e n t ire  c lass is  studying re a d ln g ---  
a l l  read ing  th e  same book at the same tim e . At another 
period  a l l  are working a r ith m e t ic - - - th e  same problems a t  
the same tim e . Is  th e re  d e s irab le  moral in s tru c t io n  in  
th is  s itu a t io n ? *  The c h ild  is  read ing or working problems
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4 . T h is  must not he in te r p r e te d  to  mean th a t  read ing  and 
o th e r  m enta l a c t i v i t i e s  are not e d u c a tiv e , and th a t  
they do not have c u l tu r a l  v a lu e . I t  means th a t  as 
commonly ta u g h t, th ey  are ta ken  from t h e i r  n a tu ra l  
s e t t in g  in  exp erien ce  and fo rc e d  on th e  c h i ld  when he 
has no apparent need f o r  them. Any a c t iv i t y  in  i t s  
n a tu ra l p lace  in  experience  w i l l  have a d e s ira b le  out­
come i f  p ro p e r ly  d ire c te d ; otherw ise the  outcome may 
be u n d e s ira b le , and hence la c k in g  in  m oral v a lu e .
in  A rith m e tic  when h is  im pulse would have him co nstru ct 
an aerop lane o r  p a in t  a p ic tu r e .  He is  read ing  m erely to  
s a t is fy  th e  te a c h e r  o r requ irem ents , th a t  have come from  
some e x te rn a l dource. A l l  are doing the same th in g — -  
le a rn in g  s to re d  up knowledge— and making no c o n tr ib u tio n  
to  the group w h ile  they m ight be w orking on something 
s p e c if ic a l ly  t h e i r  own and by so doing g ive expression  to  
t h e i r  im pu lses , e x e rc is e  thought and choice, cooperate  
and share w ith  o th e rs , and c o n tr ib u te  some th in g  to  the  
group. The c h i ld  is  fo rc e d , perhaps through fe a r  and 
coerc ion , to  do the  th in g s  th a t  mean noth ing  to  him. A 
fu tu re  goal i s  con tinuo usly  h e ld  up to  him which he must 
a t ta in .  Do not such p ra c tic e s  make f o r  a lo s s  o f m oral 
power? They are te a c h in g  the c h ild  to  sh rin k  from the  
r e a l i t ie s  o f s o c ia l l i f e  w herein a l l  m oral va lues  l i e .
I t  seems th a t  in  th is  respect a Democracy could  demand no 
less  th an  methods which are ways th a t  the c h i ld ’ s impulses  
urge him to  a c t , th a t  are  as fre e  as p o s s ib le  from co erc io n , 
and which are p res en t ways o f doing th in g s .
The te a c h e r ’ s conception  o f le a rn in g  has d ire c t  in -  
flu en ce  on m oral e d u c a tio n . In  e x t r in s ic  le a rn in g , as i t
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is  commonly accepted, th e re  is  s l ig h t  chance f o r  moral 
t r a in in g ,  due to  the nature o f the  s u b je c t-m a tte r  used, 
the methods employed, and c h i ld ’ s la c k  o f need f o r  and 
in te r e s t  in  the process. Here the c h ild ,  p robab ly  through  
coercion , is  fo rced  to  study books and do th in g s  th a t are  
not needed in  h is  p res en t experience . Consequently, cho ice, 
d e lib e ra t io n , and h is  im pulses are not brought in to  the  
process. The re s u lt  is  a cum ulation o f fa c ts  and m a te r ia ls  
which are not needed in  h is  experience and s o c ia l l i f e ,  
and hence they are la c k in g  in  m oral s ig n if ic a n c e  to  him. 
In t r in s ic  le a rn in g , on the  o th er hand, has g re a t moral 
p o s s ib i l i t ie s  because e v ery th in g  le a rn e d  is  in  response to  
some need a r is in g  in  experience . I t ,  th e re fo re , has mean­
ing  to  the le a rn e r  and w i l l  l a t e r  be ap p lie d  in  s o c ia l 
re la t io n s h ip s . The same is  tru e  o f p r im a iy , as so c ia te , 
and concomitant le a rn in g . I f  p rim a iy  le a rn in g  alone is  
sought, th e re  is  s l ig h t  chance fo r  d e s ira b le  m oral in s tru c ­
t io n .  I t  i s  from  the more s ig n if ic a n t  assoc ia te  and con­
comitant le a rn in g s  th a t m orals ensue.
The Course o f Study or Curriculum  has d ire c t  bearing  
on moral education  s ince , f o r  the most p a r t ,  i t ,  p lus  
the te a ch e r, determ ines the nature o f method, s u b je c t-  
m atte r, d is c ip l in e ,  and in  fa c t  the whole atmosphere o f 
the school. The d i f f e r in g  e f fe c ts  on moral c h arac te r o f 
a course o f study composed o f t r a d i t io n a l  m a te r ia ls  to ­
ge ther w ith  d e f in i te  p lans  fo r  the fo m a l quest ion-answ er 
type o f r e c i t a t io n ,  and a curricu lum  organized around
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cen te rs  o f in te r e s t  to  be taught in  the  form o f p u p il 
a c t iv i t i e s  are too apparent to  need comment. In  the  
o ld  type o f C urricu lum , sub jects  o f study were regarded  
as ends o r goals in  them selves; in  the new C urriculum , 
they become mere to o ls  to  a id  experience and to  he lp  in  
in te r p r e t in g  s o c ia l l i f e .  I f ,  then , the moral is  the  
s o c ia l, su b jec ts  o f study and hence the curricu lum  have 
m oral va lue  only as they become s o c ia liz e d  o r as they  
a id  the in d iv id u a l in  a l l  h is  s o c ia l re la t io n s h ip s .
In  so f a r  as the school is  concerned, the teach er  
occupies th e  s tra te g ic  p o s it io n  in  m oral education , in  
fa c t ,  she can make i t  p o ss ib le  f o r  m orals to  pervade the  
whole atmosphere o f the school and i t s  every a c t iv i ty ;  
or on the o th e r hand, i t  l i e s  w ith in  h er power to  cause 
the complete la c k  o f m orals in  the school. I f  she is  
in te re s te d  in  m oral education , perhaps the f i r s t  th in g  
she w i l l  do is  to  understand the c h ild , h is  im pulses, 
h is  l ik e s  and d is l ik e s .  Then she w i l l  encourage the c h ild  
to  exerc ise  choice and d e lib e ra t io n  in  h is  work by a llow ­
ing  him freedom in  the s e le c tio n  of a c t iv i t ie s  and by the 
use o f in t r in s ic  s u b je c t-m a tte r . She w i l l  see th a t he at 
each stage in  h is  growth reaches the maximum development. 
She w i l l  encourage h is  working and cooperating w ith  the  
group. Ample o p po rtu n ity  w i l l  be g iven him to  express 
h is  ideas in  concrete form . She w i l l  see th a t  the school 
environment is  as n ea rly  homelike as i t  can be made. When 
i t  comes to  d is c ip l in e ,  in s te a d  of using coercion, she
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w i l l  reason w ith  th e  c h i ld  and show him why i t  is  b e s t to  
do o r not to  do c e r ta in  th in g s . The te a c h e r  who does a l l  
these th in g s  w e l l ,  a lthough  the word m oral never e n te rs  
her mind, i s  doing f a r  more in  the way o f m oral ed u ca tio n  
than i f  she se t ap a rt each day a d e f in i t e  p e r io d  f o r  the  
teach in g  o f m o ra ls .
B r i e f ly ,  these are a few o f the  th in g s  th a t  a democra­
t i c  so c ie ty  can reasonably expect o f the  school in  th e  
way o f m oral e d u c a tio n . The only lo g ic a l  conclusion  th a t  
can be reached in  the l i g h t  o f the p reced in g  d iscu ss io n  is  
th a t ,  c o n c re te ly , m orals cannot be ta u g h t; and th a t  they  
are in h e re n t ly  bound up w ith  a l l  our ac ts  and s o c ia l  
r e la t io n s h ip s . M o ra l ed u ca tio n , th en , comes in d ir e c t ly  
from a l l  th e  o th e r a c t i v i t i e s  in  the  school. I t  i s ,  so 
to  speak, a by -product o f e v e ry th in g  e lse  th a t  is  going  
on in  schoo l. When a l l  educators r e a l iz e  t h is  f a c t ,  the  
problem is  w e ll on the way to  s o lu t io n . And when p a re n ts  
r e a liz e  t h is ,  they  w i l l  p robab ly see th a t  t h e i r  boys and 
g i r ls  are more m oral th an  the standards o f t h e i r  "m oral 
code" would re q u ire .
5
In  c o n c lu s io n , l e t  us note what K i lp a t r ic k  s ^ s  are
5. K i lp a t r ic k ,  W.H, "Foundation o f Method. " M acm illan  
Company, New York C i ty .  1925. P. 341.
some o f the changes necessary to  get m oral ed u ca tio n ,
"Get a change o f h e a r t in  su p erin ten d en t, su p erv iso rs , 
and teach ers  as to  what is  o f most w o rth . Stop s tre s s in g  
s k i l l s  and fa c ts  to  the h u rt o f e v e ry th in g  e ls e . Make our
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schools in to  s o c ia l in s t i t u t io n s .  Encourage co o p era tive  
e n te rp r is e s . Change the cu rricu lu m  from e x tr in s ic  to  
in t r in s ic  s u b je c t-m a tte r . Seek a c t iv i t i e s  th a t  challenge  
the deepest in te r e s t  and the  h ighest power of the c h ild re n , 
In  i t  a l l  and through i t  a l l  seek to  make our c h ild re n  
in c re a s in g ly  s e n s it iv e  to  the  moral aspects o f l i f e .
Seize every o p p o rtu n ity  to  b u ild  in  them a sense o f res ­
p o n s ib i l i ty  f o r  group v a lu e s ."
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C hapter I I
The C urriculum
"Education is  p r im a r ily  f o r  a d u lt l i f e ,  not fo r  
c h ild  l i f e .  I t s  fundam ental aim is  to  prepare f o r  the  
f i f t y  years  o f adulthood, not fo r  the twenty years  o f 
childhood and yo u th . "1
1 , B o h h itt , F ra n k lin . "How to  Make a C urricu lu m ."  
Houghton M i f f l i n  Company, Boston. 1924. P. 7.
" L ife  is  l iv e d  in  the moving p re s e n t. I t  is  to  he 
guided in  the  p re s e n t. I t  is  to  he h e ld  h igh  in  the  
p re s e n t. The l i f e  th a t is  being c u rre n tly  l iv e d  is  the  
l i f e  th a t i s  to  be shaped. Since i t  e x is ts  only in  the  
presen t, i t  can be shaped only in  the p re s e n t. Education  
is  d ir e c t ly  concerned only w ith  the moving p resen t; w ith  
a ry th in g  e ls e , only by way o f a s s is tin g  in  ho ld ing  h igh  
the day-by-day l i f e - a c t i v i t i e s  of the growing in d iv id u a l.  "2
2. B o b b itt , F ra n k lin . In  "The 26th  Y ea r Book". 1927.
P a rt I I ,  P . 55.
These two statem ents were made by the same man (D octor  
B o b b itt) only two years ap art (1924 and 1 9 2 6 ), y e t they  
might w e ll  rep resen t ed u ca tio n a l thought o ld  and new as 
separated by c e n tu r ie s . The form er is  based on the th e o iy  
th a t education  is  p re p a ra tio n  fo r  the a c t iv i t ie s  o f a d u lt 
l i f e .  The l a t t e r  on the th e o iy  th a t the fu n c tio n  of edu­
c a tio n  is  to  a s s is t  boys and g i r ls  in  making t h e ir  present 
experiences more m ean in g fu l. One conceives o f education
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as p re p a ra tio n , the o th e r as experience o r grow th. They 
show us the recency o f the change from p re p a ra tio n  to  
grow th. R epresenting  as they do the two extremes in  the  
conception o f ed u ca tio n , they may w e ll he taken  as ty p ic a l  
of the  o ld  and the new cu rricu lu m , since the p re v a le n t or 
accepted th eory  as to  the  nature and purposes of education  
in  la rg e  measure determ ines th e  c h a ra c te r o f the c u rr ic u ­
lum,
A cu rricu lu m  th a t  would f i t  adm irably in to  the f i r s t  
scheme o f ed ucatio n  set fo r t h  above is  w e ll described in  
the fo llo w in g  words;
"A cu rricu lu m — - —  ------- is  th a t assemblage o f p lan s ,
fo rm ulated  purposes, s p e c if ic a t io n s , ru le s , te x ts , and 
p r in c ip le s , documented or s u b je c tiv e ly  h e ld , under which  
a te a ch er o r a fa c u lty  o f teaiShers work in  ad m in is te rin g  
a s p e c if ie d  k in d  and amount o f education  to  a known body 
of le a rn e rs  over a s u b s ta n tia l term  of months or y e a rs *"
3, Snedden, D av id , "Foundations o f C u r r ic u la ,"  Teachers 
C o lleg e , Columbia U n iv e rs ity , New York C ity ,  1927.
P , 3 .
N oting  some o f the c h a ra c te r is t ic s  o f such a c u rr ic u ­
lum, we f in d  th a t  i t  is  a p re s c r ip t io n  o f s u b je c t-m a tte r  
fo r  fu tu re  use, th a t  education  is  e s s e n t ia lly  p re p a ra tio n , 
and th a t  the c h ie f  business o f the c h ild  is  to  le a rn  the  
th ings th a t  are presented  to  him. S u b je c t-m a tte r  is  taken  
out o f i t s  n a tu ra l s e t t in g  in  experience . A l l  knowledge 
e x is te d  p r io r  to  the act o f le a rn in g , and le a rn in g  co nsis ts  
of the  a c q u is it io n  on a u th o r ity  of c e r ta in  fa c ts  and s k i l ls
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arranged in  lo g ic a l  o rd e r . The te s t  o f le a rn in g  is  
m em oriza tio n , r e c i t a t io n s ,  and a b i l i t y  to  pass te s ts .
Only one type  o f le a r n in g  is  p ro v id e d  f o r  th e  p rim ary
or c e r ta in  fa c ts  and s k i l l s  in  q u e s tio n . The p la c e  o f the  
te a c h e r i s  th a t  o f ta s k -m a s te r . There is  no o p p o rtu n ity  
f o r  s o c ia l iz a t io n .
A c u rr ic u lu m  th a t  i s  in  keep ing  w ith  th e  second th e o ry  
o f e d u ca tio n  s ta te d  above is ;  "The c u rricu lu m  co n s is ts  o f  
the a c tu a l experiences  th a t  c h ild re n  have in  school under 
the  guidance o f  t e a c h e r s . I n  such a cu rric u lu m  ed u ca tio n
4 . B u l le t in :  V i r g in ia  S ta te  Board o f E d u c a tio n , "p ro ­
cedures f o r  V i r g in ia  C urricu lum  Program ." Richmond, 
V ir g in ia .  1932. P . 48 .
is  conceived o f as grow th which re s u lts  from a c tu a l ex­
p erien ces  th a t  c h ild re n  have. S u b je c t-m a tte r  in c lu d es  
e v e ry th in g  th a t  c h ild re n  use to  make t h e i r  experiences  
m ea n in g fu l. L e a rn in g  becomes the development o f experience  
to  h ig h e r  and b roader p lanes o f u n ders tand ing . Many types  
o f le a r n in g - - -p r im a iy ,  ̂ a s s o c ia te , and concom itant— -
5. P rim ary  le a rn in g  c o n s is ts  o f c e r ta in  fa c ts  and s k i l l s  
under q u e s tio n . Concom itant le a rn in g  c o n s is ts  o f 
a t t i tu d e s  the le a r n e r  is  form ing about school, te a c h e r, 
e t  c e te r a .  A ssocia te  le a rn in g  in c lu d es  the whole 
s itu a t io n ,  a l l  th e  g iven  experience has to  o f fe r .
are  p ro v id e d  f o r .  S u b je c t-m a tte r  is  in t r i n s ic ,  o r is  
employed only as s itu a t io n s  demand i t .  L e a rn in g  o r ig in a te s  
i n  the im p u ls iv e  n a tu re  o f the c h i ld  and ta kes  the  o rd e rly
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development o f growing and expanding ex p e rie n ce . The te s t
6 . Such le a rn in g  is  p s y c h o lo g ic a l. In  f a c t ,  a l l  genuine 
le a rn in g  i s  p s y c h o lo g ic a l; hu t in  p ra c t ic e  i t  is  o fte n  
t r e a te d  in  a lo g ic a l  manner.
f o r  le a rn in g , i f  th e re  may be sa id  to  be one, is  i t s  
e f fe c t  on th e  l i f e  o f th e  le a rn e r .  The p lace  o f the te a c h e r  
becomes th a t  o f guide o r h e lp e r  whose business is  to  see 
th a t experiences  are  m ean ingfu l to  the  c h i ld .  The w orth  
o f such a cu rric u lu m  m ight w e ll be measured by the  
fo llo w in g  c r i t e r io n :  " Is  the w e lfa re  o f the whole c h ild
ever growing in  wholesome re la t io n s  w ith  a l l  others?"?
7 . K i lp a t r ic k ,  W.H. "A Reconstructed Theory o f the
E d u cative  P ro ces s ."  Bureau o f P u b lic a t io n s , Teachers 
C o lle g e , Columbia U n iv e rs ity .  New York C ity .  1931. 
P. 31.
B r i e f l y ,  then , the cu rricu lu m  o f the past has been a 
system atic arrangem ent o f sub jects  o f in s tr u c t io n ,  the  
content o f w hich was in fo rm a tio n  and s k i l ls  to  be lea rn ed  
fo r  the so le  purpose o f m eeting some e x te rn a l demand. On 
the o th e r hand, the  cu rricu lu m  o f the present tim e in c lu d es  
the su m -to ta l o f th in g s  th a t  c o n s t itu te  exp erien ce , and 
a c t iv i t ie s  grow ing out o f u n its  o f work and cen te rs  of 
in te r e s t  are the sole means o f le a rn in g .
P robab ly  the ou ts tand ing  tendency in  cu rricu lu m  construe, 
t io n  in  the p a s t has been th a t  o f adding new sub jects  or 
courses in  an e f f o r t  to  meet the new demands made on edu­
c a tio n  by p o l i t i c a l ,  economic, and s o c ia l c o n d itio n s .
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T h is  was mere expansion w ith o u t b a s ic  changes in  the  
c u rric u lu m . Business complained th a t  graduates were 
coming to  i t  unprepared. A group o f exp erts  or le g is la to r s  
considered the  m a tte r  and met the demands by adding new 
courses and s p e c ia l te ach ers  to  the e x is t in g  c u rric u lu m .
Such a procedure in e v ita b ly  re s u lte d  in  co n fu s io n . The 
cu rricu lum  became a c o l le c t io n  o f u n re la te d  su b jec ts— -a  
r e f le c t io n  o f u n re la te d  and c o n tra d ic to ry  in te r e s ts  e x is t in g  
outside th e  school. T h is  p ra c tic e  became f ix e d  and o ffe re d  
great re s is ta n c e , to  any e f fo r ts  to  reform  i t .  I t  became 
the accepted procedure and a t the same tim e assured i t s  
own continuance because i t  tended to  conceal the basic  e v i ls  
u n d e rly in g  i t .  The o o m p artm en ta liza tio n  o f su b jects  was so 
complete th a t  th e re  was no c o n f l ic t ,  and hence no cause £or 
d is s a t is fa c t io n .^  A l l  in  a l l ,  the cu rricu lu m  o f the past
8 . K i lp a t r ic k ,  W.H. (E d .) "The E d u c a tio n a l F r o n t ie r ."  
D. A ppleton , New York C ity .  1933. Pp. 1 -  10 .
has been made a t the top  o f the ed u ca tio n a l p ro fe s s io n  by 
a committee o f e x p e rts , and handed down to  teach ers  as 
a d e f in i te  procedure which they must fo llo w  ir re s p e c t iv e  oof 
lo c a l c o n d itio n s .
Just as th e  newer cu rricu lu m  represen ts  a ra d ic a l  
departure from th e  o ld  in  co n ten t, aims, and purposes, so
9
do the tren d s  in  i t s  c o n s tru c tio n . Dewey, K i lp a t r ic k ,  and
9 . See Dewey, "Democracy and E d u catio n ", and K i lp a t r ic k  
"Foundati on o f Method. "
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others  have p e r s is te n t ly  m ain ta in ed  th a t the  c e n te r  o f  
any cu rricu lu m  is  th e  c h ild  and h is  exp erien ces , th a t  the  
cu rricu lu m  must have a s o c ia l b e a r in g , and th a t  the c la s s ­
room te a c h e r  has a d e f in i t e  p a rt  to  perform  in  i t s  con­
s t ru c t io n . I t  i s  t h is  p o in t o f v iew  th a t  most s ta te s  have 
adopted in  recen t cu rric u lu m  programs.
The p r e v a i l in g  approaches to  cu rricu lu m  c o n s tru c tio n  
have been th e  C h ild  N ature Approach, the A du lt S ociety  
Approach, and the A u th o r ita t iv e  O pinion A p p r o a c h . O f t e n
10 . Windes, B .E . in  "U n iv e rs ity  o f V i r g in ia  Record" 
E xten s io n  S e r ie s , U n iv e rs ity , V i r g in ia .  October,
1932. P . 17 .
For o th e r  approaches to  C urriculum  C o n stru c tio n  see 
Leonard, J . P a u l. "O u tlin e  o f P re v a i l in g  Approaches." 
M a n u s c rip t. C o llege o f W illia m  and M ary, W illia m s ­
burg , V i r g in ia .
a com bination o f two o r more approaches have been used.
The prim ary va lu e  o f the  C h ild  Nature Approach l i e s  in  
the fa c t  th a t  i t  is  concerned w ith  c h ild r e n ’ s in te r e s ts  
and experiences and attem pts to  r e la te  o ld  le a rn in g s  or  
experiences to  new. The A dult S ociety  Approach is  v a lu a b le  
because i t  makes an in v e n to ry  o f the  r a c ia l  experience to  
determ ine what is  s ig n if ic a n t  in  i t  f o r  p resen t e xp erien ce . 
The A u th o r ita t iv e  O pin ion  Approach u t i l i z e s  c u rre n t p ra c tic e  
and exp ert o p in io n . From th is  b r ie f  a n a ly s is  i t  can be 
seen th a t  the  use o f any one method to  the e x c lu s io n  o f 
others w i l l  r e s u lt  in  an u n s a tis fa c to ry  and u n s c ie n t if ic
89
currioul-um . The modern cu rricu lu m  is  a complex a f f a i r ,  and 
must he approached from  a l l  p o s s ib le  angles i f  i t  is  to  
serve i t s  purpose p ro p e r ly . Perhaps i t  i s  sa fe  to  say th a t  
modern c u r r ic u la  have employed a l l  these methods as 
w e ll as many m ore.
Today those engaged in  c u rricu lu m  c o n s tru c tio n  in c lu d e  
cu rricu lu m  e x p e rts , school a d m in is tra to rs , p s y c h o lo g is ts , 
s u b je c t-m a tte r  e x p e rts , research w orkers, su p erv iso rs , 
p r in c ip a ls ,  te a c h e rs , and even l a y m e n . I t  i s  e v id e n t th a t
11, The Denver, Colorado program under th e  le a d e rs h ip  o f 
S uperin tendent Jesse H. Newlon i f  a good example o f 
co o p era tio n  in  cu rricu lu m  c o n s tru c tio n .
in  o rder to  be successfu l th e  cu rricu lu m  must r e s u lt  from  
the co o p era tiv e  e f fo r ts  o f b o th  te ach ers  and e x p e rts . The 
p resent tre n d  is  tow ard more te a c h e r p a r t ic ip a t io n  in  
cu rricu lum  c o n s tru c tio n . A f te r  a l l ,  i t  is  th e  te a c h e r who 
has come fa c e  to  face w ith  the shortcomings o f the  o ld  
cu rricu lu m , and i t  is  she who makes the new re a l by p u tt in g  
i t  in to  p r a c t ic e .  T h e re fo re  no one is  in  a b e t te r  p o s it io n  
to  know the r e a l  problems connected w ith  the p r a c t ic a l  
w orking o f th e  cu rricu lu m  th an  the te a c h e r . For th is  
reason th e  ro le  o f the te a c h e r in  cu rricu lu m  c o n s tru c tio n  
has become most im p o rta n t. The new V ir g in ia  C urriculum  
bears w itness  to  the im portance o f the  classroom te a c h e r  
in  cu rricu lu m  c o n s tru c tio n .
Teacher t r a in in g  schools, c o lle g e s , and u n iv e r s it ie s  
have become la b o ra to r ie s  in  which cu rricu lum  problems are  
s tu d ie d . In  mary in s tan ce s  they have jo in e d  hands w ith
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S ta te  departm ents o f p u b lic  in s t r u c t io n  in  o rg a n iz in g  and 
c a rry in g  th rough cu rricu lu m  programs. In  a d d it io n , they  
have t r a in e d  and fu rn is h e d  le c tu re rs  to  acqua in t the  
people o f a s t a te - - -b o th  educators and la y m e n --« w ith  c u r­
ricu lum  problem s. As a fu r th e r  a id , s ta te  departm ents and 
la rg e  school systems have organ ized  c u rric u lu m  re v is io n  
bureaus w ith  s p e c ia l co n s u lta n ts  to  a s s is t  them in  th e  study 
and a n a ly s is  o f c u rricu lu m  problem s.
As to  the g e n era l c h a r a c te r is t ic  fe a tu re s  in  the make­
up o f th e  new cu rricu lu m , s e v e ra l d is t in c t  tren d s  are  
n o tic e a b le . P r a c t ic a l ly  every modern cu rric u lu m  co n ta in s  
a statem ent o f the b a s ic  philosophy or p r in c ip le s  o f 
education  u n d e rly in g  i t .  Aims o r o b je c tiv e s  are in c lu d e d , 
and th e se , in  most cases, are d e f in i te  and capable o f r e a l i ­
z a t io n  in  the a c tu a l experiences o f the c h i ld .  C e r ta in  
te a ch in g  procedures and le a rn in g  suggestions are in c lu d e d .  
These serve as he lps  in  the r e a l iz a t io n  o f o b je c t iv e s . The 
lesson  o r assignment in  most cases is  rep la ce d  by u n its  o f 
work. The u n it  is  as near as p o ss ib le  a complete experience  
based upon a c tu a l l i f e  s itu a t io n s  o r cen te rs  o f in te r e s t  in  
c h ild  l i f e .  Teaching and le a rn in g  are more and more conduc­
te d  in  the  form of a c t i v i t i e s - - - a l l  those th in g s , m ental 
and p h y s ic a l, th a t  the c h ild  engages in  to  c a r iy  through  
a u n it  o f w ork. The te x t-b o o k  is  be ing  shoved in to  the  
back-ground. C e r ta in  c u r r ic u la  sp ec ify  a t e x t ;  o thers  use 
i t  as a source f o r  re fe ren ce  m a te r ia ls ;  and s t i l l  o thers  
s p e c ify  no t e x t ,  but a la rg e  number o f re fe re n c e  books.
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P ic tu re s , wood-work, s lid e s , moving p ic tu re s , p la ys , e t 
c e te ra  are be ing  used more than ever b e fo re ,
12. Harap, Henry, "Survey o f Present P ra c tic e s  in  Cur­
riculum  B u ild in g , " U n iv e rs ity  o f V ir g in ia  B u lle t in ,  
E xtension  S e r ie s , October, 1932, Pp, 24 -  34,
IShile in  most cases the Curriculum  is  prepared fo r  a 
s ta te  a t la rg e , th ere  is  a d is t in c t  tren d  toward the devel­
opment o f lo c a l c u r r ic u la ,  or a t le a s t  making those fo r  
the s ta te  f le x ib le  so th a t they can be adapted to  lo c a l  
co n d itio n s . Th is  is ,  perhaps, due to  the fa c t  th a t we 
have very re c e n tly  re a liz e d  th a t the school must o r ie n t the  
c h ild  in  those aspects o f so c ia l l i f e  in  which he is  now 
p a r t ic ip a t in g .  Th is  in e v ita b ly  c a l ls  fo r  a curricu lum  th a t  
is  cognizant o f lo c a l co n d itio n s , because o r ie n ta t io n  must 
begin in  the immediate environment. This leads to  the 
conclusion th a t  the curricu lum  cannot be a hard and fa s t  
program l a i d  down in  advance, but th a t i t  must be f le x ib le  
and expand ex p erim e n ta lly  i f  i t  is  to  meet the requirements  
of a changing s o c ia l o rd er.^ ^  May we not p re d ic t, then,
13 , K i lp a t r ic k ,  W.H, (E d .) "The E ducationa l F ro n t ie r ."  
D. A pp leton-C entury , New York C ity . 1933, Pp. 167 -  
177.
th a t  the curricu lum  of the fu tu re  w i l l  take form as the  
in te re s ts  and e3q)eriences o f c h ild re n  grow; and th a t each 
school w i l l  organize i t s  curricu lum  in  terms o f cond itions  
and s itu a t io n s  th a t confront i t ?
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One o th e r notab le  tre n d  in  c u rr lc u lim  co n s tru c tio n  is  
th a t  o f p re p arin g  te n ta t iv e  c u r r ic u la  and su b jec tin g  then  
to  a p e rio d  o f t r i a l  o r experim entation  b e fo re  adopting  
them. D uring th is  p e rio d  they are a c tu a lly  t r ie d  out in  
the classroom under s k i l f u l  teachers who note needed im­
provements o r changes. Too, research departments subject 
them to  experim ents in  the la b o ra to iy . The new V ir g in ia  
Curriculum  is  an e x c e lle n t example o f a te n ta t iv e  or 
experim ental cu rricu lu m ,
14. The V ir g in ia  Program as o r ig in a l ly  planned covers a 
p e rio d  o f th re e  years : F ir s t  y e a r devoted to  a study
of cu rricu lum  problems; second y e a r devoted to  a c tu a l 
production ; and t h ir d  y e a r devoted to  ex p erim en tation  
and te s t in g .
I f  th e re  is  a s in g le  word th a t describes the tren d  o f 
modern c u r r ic u la  i t  is  " s o c ia l iz a t io n ,"  In  fa c t ,  th is  is  
the key-no te  of progressive  schools. They have come to  the  
r e a l iz a t io n  th a t l i f e  is  l iv e d  in  the present and th a t  edu­
ca tion  must be concerned w ith  l i f e  as i t  is  c u rre n tly  l iv e d .  
Not only t h is ,  but th e re  is  the inescapable fa c t  th a t l i f e  
is  l iv e d  in  the s o c ia l medium and th a t growth takes p lace  
only as the in d iv id u a l in te ra c ts  w ith  s o c ie ty . The school 
as a s o c ia l in s t i t u t io n  and as an instrum ent o f so c ie ty  is  
recognizing  th is  fa c t ,  and to  an ever in c re a s in g  e x ten t is  
p ro v id in g  an environment continuous w ith  th a t  in  s o c ie ty .
The curricu lum  is  p ro v id in g  f o r  freedom of thought, exper­
ien ce , and group a c t iv i t ie s  which in sure  the wholesome
93
development o f the c h ild  in  a l l  h is  re la t io n s  w ith  h is  
fe llo w s . May we not then conclude th a t “the curren t a c t i ­
v i t i e s  o f h igh-grade l iv in g  tw e n ty -fo u r hours each day, 
and seven days each week are the curriculum ?"
15 . K i lp a t r ic k ,  W.H, "Source Book in  the Philosophy of 
E d u ca tio n ."  M acm illan  Company, New York C ity . 1934. 
P . 434. Quoted from B o h h itt in  "26th  Y ear Book."
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C hapter I I I  
E xp erien ce  and R e fle c t io n
(1 )  E xperience
E xperience  as conceived here is  synonomous w ith  edu­
c a t io n , grow th, l i f e .  I t  is  a c t iv e , expanding, and continues  
throughout l i f e .  I t  in c lu d es  ev e ry th in g  th a t  in  at^  way 
a f fe c ts  grow th , and i t s  range is  as broad as l i f e  i t s e l f .
I t  comes about through th e  in d iv id u a l ’ s a c t iv e  p a r t ic ip a ­
t io n  in  th e  a f f a i r s  o f l i f e .  I t s  fu n c tio n  in  l i f e ,  educa­
t io n ,  and grow th is  to  le a d  to  more l i f e ,  ed ucatio n , and 
grow th.
There have been and are many c o n f l ic t in g  view s as to  
the  na tu re  o f e x p erie n ce ,^  One v iew  regards experience as
1 . Dewey, John. "C re a tiv e  In te l l ig e n c e ,"  Henry H o lt 
Company, Hew York C ity ,  1917, P . 7 - 8 .
la r g e ly  c o n s is tin g  o f knowledge, which i f  thoroughly  le a rn e d  
w i l l  subsequently e n te r  in to  and a f fe c t  a c t i v i t y ,  A second 
view  ho lds experience to  be p r im a r i ly  a p h y s ic a l th in g . The 
mere co n tact w ith  the  p h y s ic a l environment c o n s titu te s  ex­
p e rie n c e , A t h i r d  v iew  regards experience as th a t  which has 
ta ken  p la c e  i i i  the  p a s t . The p resent and fu tu re  have no 
b e a rin g  on e x p e rie n c e . A fo u r th  v iew  m a in ta in s  th a t  ex­
pe rie n c e  is  a mere pass ive  a c t iv i t y .  A f i f t h  v iew , and 
th e  one accepted in  t h is  study, ho lds th a t  experience is  an
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p
a c tiv e -p a s s iv e  a f f a i r .  In  an experience th e re  is  bo th  an
2 . Dewey, John, "Democracy and E d u ca tio n ,"  M acm illan  
Company, Hew York C ity .  1933, Pp. 163 -  64,
a c tio n  and a consequence, and seeing the re la t io n s h ip  between 
these fa c to rs  c o n s titu te s  the experience . P e rc e iv in g  the  
consequence as th e  d ire c t  re s u lt  o f the a c tio n  is  experience . 
P e rc e iv in g  the consequence as the d ire c t  re s u lt  o f the  
a c tio n  is  exp erien ce . Thus in  a genuine experience th e re  
must be thought and in fe re n c e . Th is  element o f thought and 
in fe re n c e  enables one to  carry  over to  fu tu re  acts what he 
gains from the p resent a c t . And i t  is  ju s t  th is  th a t
3 , Dewey, John. "C rea tive  In te l l ig e n c e ,"  Henry H o lt ,  
Company, New York C i ty .  1917. P , 17 ,
measures the va lue  o f an experience and renders i t  impor­
ta n t fo r  ed u c a tio n .
The new V ir g in ia  Curriculum  s ta te s  as p a rt  of i t s  
philosophy th a t  " a l l  le a rn in g  comes through exp erien ce ."
I t  was s ta te d  above th a t  seeing the re la t io n s h ip  between 
an act and i t s  consequences-— noting i t s  forw ard and back­
ward swing— - i s  exp erien ce . Now th is  means th a t we have 
rece ived  something th a t  w i l l  enable us to  foresee what is  
l i k e ly  to  happen next i t  means th a t  th e re  has been re ­
f le c t iv e  th in k in g . Such a procedure is  le a rn in g , and i t  
in c lud es  both body and mind. Any o th e r conception would 
divorce the act from i t s  purpose and b r in g  a s p l i t  between 
body and m ind. How o fte n  we have seen the c h ild  studying
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a r ith m e tic  when he could see no p o ss ib le  connection between 
i t  and h is  p resen t experience . Or have we not seen the  
c h ild  fo rc ed  to  s i t  as i f  a t a t te n t io n  during  a re c ita t io n ?
In  e i t h e r  case, ac t and purpose, mind and body were separated . 
There was an accum ulation o f meaningless fa c ts , but th e re  
was no le a rn in g  because th ere  was no re a l experience . There 
was no experience because th e re  was no connection between 
the act and i t s  purposes or consequences. One is  fo rced  
to  agree th a t  a l l  le a rn in g  comes through experience ,^  but
4, Some w r ite r s  m a in ta in  th a t education is  experience,
others m a in ta in  th a t education  comes through experience , 
For example, Dewey and K i lp a t r ic k  say th a t  le a rn in g  is  
experience or the rec o n s tru c tio n  o f experience; the  
new V ir g in ia  Curriculum  s ta te s  as p a r t  o f i t s  p h ilo s o ­
phy th a t " a l l  le a rn in g  comes through e x p erie n ce ,"
experience must be experience in  t r u th  and not m erely in  
name.
Prom the preceding d iscussion i t  is  apparent th a t  re­
f le c t io n  is  a necessary element in  e xp erien ce . So necessary 
i t  is  th a t w ith o u t i t  th e re  can be no m eaningful exp erien ce . 
To t i y  to  understand experience apart from r e f le c t io n  is  
l ik e  t r y in g  to  understand e f fe c t  ap art from cause. Just 
as cause gives meaning and content to  e f fe c t  so does re ­
f le c t io n  g ive meaning and content to  exp erien ce . T h in k in g  
or r e f le c t io n  renders experience in t e l l ig e n t .  I t  enables  
us to  act w ith  an end in  view , to  p re d ic t ,  to  f o r e t e l l  
p o ssib le  consequences o f a c t iv i t y .
In  the re fle c tio n -e x p e r ie n c e  process th e re  is  some
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q u estio n  as to  which precedes the o th er— - r e f le c t io n  or 
exp erien ce . In  the  case o f a very young c h ild  we are 
perhaps safe in  saying th a t  experience comes f i r s t .  But 
a f t e r  th is  f i r s t  experience; what is  i t  th a t  leads to  the  
next? Is  i t  not re f le c t io n ?  So as the c h ild  grows o ld e r  
any contem plated experience is  preceded by r e f le c t io n .
Th is  leads to  the conclusion th a t  the e x p e r ie n c e -re f le c t io n  
process is  an endless process probably s ta r t in g  w ith  ex­
perience and fo llo w e d  by r e f le c t io n ,  which in  tu rn  is
fo llo w ed  by a new and broader experience, and so on through-
5out l i f e .  The fo llo w in g  diagram describes what is  here
5. From c lass  in  "The Philosophy o f E d u ca tio n ,"  taught 
by Doctor E .J .  Hoke at the C ollege of W illia m  and 
Mary, 19 33 -34 .
meant * R ^  E R*^ E ———— — ——— R ^ E R E ———̂
There is  perhaps no b e t te r  conception of le a rn in g , growth, 
or education  than is  here set fo r t h .  The process s ta r ts  
in  the e a r ly  years  o f childhood and continues throughout 
l i f e - - - e v e r  expanding and in c re as in g  in  meanings. Is  th is  
not in  i t s e l f  education?
Probably our long delay in  seeing the re la t io n s h ip  
between experience and education  was occasioned by the know­
ledge concept o f ed u ca tio n .^  And here the re a l tro u b le
6 , Dewey, John, "Democracy and E d u c a tio n " . M acm illan  
Company, New York C ity .  1933. Pp, 396 -  397,
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arose because o f the m isunderstanding o f the te im  knowledge 
Knowledge was looked upon as completed and s e t t le d . I t s  
only connection w ith  experience was th a t i t  represented the  
completed product o f past experiences. T h is  is  good as 
f a r  as i t  goes, but i f  we stop here knowledge loses i t s  
v a lu e . The tru e  purpose o f knowledge is  to  g ive meaning 
and content to  what is  going on now and to  what is  to  
happen in  the fu tu r e . I t  fu rn ish es  us a vantage p o in t—  
a method— whe re by we can approach new experiences and in ­
t e l l ig e n t ly  d ire c t  them. I t  renders a v a ila b le  the re s u lts  
of p r io r  experience and g ives us co n tro l over present 
a c t iv i t y ,  thereby enab ling  us to  exact meanings from them.
"The only fu n c tio n  th a t one experience can perform  is  
to  le a d  us in to  another experience; and the only f u l f i l l ­
ment we can speak o f is  the reaching o f a c e r ta in  exper­
ienced e n d ,"7
7. James, W illia m , "Essays in  R ad ical E m p iric ism ."
Longmans-Green Company, New York C ity . 1922. P . 63,
Hence the only fu n c tio n  th a t knowledge, the f r u i t  o f ex­
p erience , can have is  to  le a d  to  new experiences. Know­
ledge, then i f  understood in  i t s  tru e  meaning, is  not an 
unworthy o b je c tiv e , fo r  i t  simply means th a t education is  
concerned d ir e c t ly  w ith  experience,
A study o f Th o rn d ike ’ s laws o f learn ing®  w i l l  le a d
8 . Thornd ike, E .L . "Educational P sychology^B riefer Course" 
Teachers C o lleg e , Columia U n iv e rs ity , New York C ity .  
Bureau o f P u b lic a t io n s . 1923. Pp. 70 -  71.
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US to  see th a t  th e re  is  d ire c t  connection between the "Law 
of E f fe c t  or S a t is fa c t io n "  and experience . For the in d iv i ­
dual tends to  seek experiences which b r in g  him s a t is fa c t io n  
and to  avoid those which annoy him. At an e a r ly  age the  
c h ild  e x h ib its  l ik in g s  f o r  c e r ta in  experiences and d is lik e s  
fo r  o th e rs . P u tt in g  i t  another way, he responds p lea s u rab ly  
to  c e r ta in  s t im u li and averse ly  to  o thers . Th is  fa c t  has 
tremendous ed u ca tio n a l s ig n if ic a n c e . I t  ex p la in s  why the  
c h ild  who is  fo rced  to  w r ite  one hundred tim es the word th a t  
he missed in  s p e llin g  forms a d is l ik e  fo r  s p e llin g  and 
avoids fu r th e r  experiences along th a t  l in e .  Th is fa c t ,  
alone, e x p la in s  why much o f the s o -c a lle d  education of the  
past has f a i le d  to  ca rry  over in to  l i f e  outside the school. 
I t ,  then, behooves us as teachers to  guide the experiences  
of the c h ild  in  such a way th a t he w i l l  d e riv e  p leasure and 
s a t is fa c t io n  from them. Then we can re s t assured th a t he 
w i l l  seek new experiences, th a t  they w i l l  be m eaningful to  
him, and th a t  they w i l l  have " lead -on  v a lu e ,"
Sometimes a wrong in te r p r e ta t io n  is  g iven  to  th is  
p r in c ip le .^  I t  is  in fe r re d  th a t s a t is fa c t io n  comes only
9. B u l le t in :  V ir g in ia  S ta te  Board o f Education . "Proce­
dures f o r  the V ir g in ia  Curriculum  Program ," Richmond, 
V ir g in ia .  1932. P . 13.
from a ttem p tin g  the easy, and th a t the school is  concerned 
only w ith  r e la t iv e ly  simple undertakings. But to  those of 
us who have had the s a t is fa c t io n  o f ca rry in g  through an 
extrem ely d i f f i c u l t  experience , th is  conclusion appears
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unw arranted . The person who id e n t i f ie s  h im s e lf w ith  an 
a c t iv i t y - - « in t e r e s t  we c a l l  i t - — no m a tte r  how d i f f i c u l t ,  
d e riv es  p le a s u re  from su c c e s s fu lly  com pleting i t .
Sometimes i t  is  contended th a t  i f  experience is  edu­
c a tio n  them ed ucatio n  must concern i t s e l f  w ith  anyth ing  
th a t  the  c h i ld  wishes to  do. To some ex te n t th is  is  t ru e ,  
hut the methods in  good experiences and in  bad experiences  
must be d i f f e r e n t .  The c h ild  must be d ire c te d  away from  
useless and harm fu l experiences and d ire c te d  in to  exper­
iences th a t  are  w o rth w h ile  and m eaningful to  him . E xper­
ience must not be taken  to  mean ju s t  an yth ing  the c h ild  
wishes to  do as such, ra th e r  i t  must aim a t co nverting  
those w is h e s -— im pulses— in to  w orthw hile  a c t i v i t y .  H ere in  
l i e s  a tru e  ed u ca tive  va lue  o f experience . To observe th is  
p r in c ip le  in  te a ch in g  is  to  le a d  to  w id er and more meaning­
fu l experiences on the p a r t  o f p u p ils .
In  th e  p as t g e n e ra tio n  we have w itnessed a va s t change 
in  the schoo l. We have seen i t  change from a house o f 
knowledge in to  a community where boys and g i r l s  work and 
play to g e th e r in  a c t iv i t i e s  o f every k in d . Doubtless the  
main cause f o r  th is  change is  the conception o f education  
as an experience process, and th a t  the approach must be 
made through the  c h i ld ’ s im pulses. Then, to o , i t  was 
noticed  th a t  ou ts ide  th e  school c h ild re n  engaged in  va rio u s  
a c t iv i t i e s .  Seldom d id  they concern them selves w ith  t e x t ­
books. How was the  school to  make use o f th is ?  F ra n k ly , 
i t  must concern i t s e l f  w ith  a c t iv i t ie s  in  which c h ild re n  
n a tu ra lly  engaged. I t  must d ire c t  the n a tiv e  c a p a c itie s
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o f th e  c h ild  in  experiences. I t  must use a c t iv i t ie s  th a t  
grew out o f the n a tiv e  impulses o f the c h i ld .  Th is  makes 
po ss ib le  a wide v a r ie ty  of a c t iv i t ie s  and insures the  
growth o f experience . Not only th is ,  but the  school i t s e l f  
is  becoming a tru e  s o c ia l in s t i t u t io n  fo r  in  the process  
i t  is  supplying a s o c ia l s e tt in g  fo r  i t s  a c t iv i t ie s .
10 . Dewey, John, "Democracy and E ducation . " M acm illan  
Company, New York C ity , 1935, Pp, 228 -  229.
From the fo rego ing  discussion i t  may be in fe r re d  th a t  
the educative experience is  c h a ra c te rize d  by two elem ents. 
They are ; the  added meaning g iven to  experience, and the  
a b i l i t y  to  d ire c t  b e t te r  the course o f fu tu re  experiences. 
When these two elements are present in  experience i t  is  edu­
c a tio n , They s ig n ify  th a t experience is  continuously  
ta k in g  p lace on a h ig h er p lane , which process is  the con­
tinuous re c o n s tru c tio n  o f experience or education . Th is  
leads to  Dewey’ s d e f in i t io n  o f education;^^
11, Ib id ,  P . 89.
" I t  is  th a t  rec o n s tru c tio n  and re o rg a n iza tio n  of 
experience which adds to  the meaning o f experience, and 
which increases a b i l i t y  to  d ire c t the course of subsequent 
experience . "
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(2 )  R e f l e c t i o n ' s
12 , In  t h is  d isc u s s io n  the  te rn s  r e f le c t io n ,  th in k in g ,  
and r e f le c t iv e  th in k in g  are used in te rc h a n g e a b ly .
In  th e  p reced ing  s e c tio n  the  r e la t io n  o f  r e f le c t io n  
or th in k in g  to  experience was d iscussed. I t  was p o in ted  
out th a t  r e f le c t io n  was a necessaiy elem ent in  m eaningful 
experience , and th a t  i t  co ns is ted  o f seeing the  r e la t io n ­
ship between an act and i t s  consequence. Thus i t  is  th in k ­
in g  th a t  jo in s  to g e th e r  an a c tio n  and i t s  r e s u lt  and c o n s ti­
tu te s  what we c a l l  ex p erie n ce . Then i t  is  th in k in g  th a t  
renders experience v a lu a b le  as ed u ca tio n . Perhaps th e re  is  
no b e t te r  d e f in i t io n  o f r e f le c t io n  than:
" I t  is  th e  in te n t io n a l  endeavor to  d isco ver s p e c if ic  
connections between something which we do and the conse- 
quences w hich r e s u lt ,  so th a t  the two become continuous.
13. Dewey, John, "Democracy and E ducation , " M acm illan  
Company, New York C i ty ,  1933, P , 170.
Th ink ing  o r ig in a te s  in  an uncompleted or d o u b tfu l s itu a ­
t io n  or problem . I t s  outcome is  a p lan  o f a c tio n  th a t can 
be extended to  the s o lu t io n  o f fu tu re  problem s. For the  
in d iv id u a l i t  re s u lts  in  freedom, choice, s e lf-e x p re s s io n ,
and s e l f - r e a l i z a t io n .
R e f le c t io n  im p lie s  th a t one is  working w ith  an end 
in  v iew , th a t  he has thought the s itu a t io n  through, and 
has decided upon a d e f in i te  course o f a c tio n  and c e r ta in  
aims to  r e a l i z e .  R e f le c t io n  is  not m erely p a s s iv e ly  fo llo w -
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in g  a course o f a c tio n ; i t  is  a personal sharing  in  the  
a c tio n . As such i t  is  almost id e n t ic a l  w ith  in te r e s t  or 
the  id e n t i ty  o f s e l f  w ith  a prog ress ive  course o f a c tio n . 
Perhaps, a f t e r  a l l ,  th e re  is  l i t t l e  d iffe re n c e  between the  
two, fo r  i t  i s  im possib le to  id e n t i fy  the " s e lf"  w ith  a 
course o f a c tio n  w ith o u t having f i r s t  thought the s itu a ­
t io n  th rough.
I t  has been sa id  th a t  th in k in g  g ives meaning to  ex­
p e rie n c e , Nor does i t  deal only w ith  the elements in  the  
immediate exp erien ce . I t  looks ahead and sees many r e la ­
tio n s h ip s  th a t  l i e  beyond the bounds o f the present s itu a ­
t io n ,  In  t h is  way i t  exp lo res new areas and discovers new 
meanings th a t  be fo re  were not contemplated in  the experience  
These new re la t io n s h ip s  and new areas of meanings lead  
d ire c t ly  in to  new experiences. And h e re in  l i e s  one o f the  
g rea tes t va lues  th a t  r e f le c t io n  has fo r  ed ucatio n . Th is  
lea d in g  on, th is  p ro je c t iv e  nature o f thought makes i t  
e s s e n tia l to  grow th. The consequent duty o f the school is  
to  teach boys and g i r ls  to  th in k . W ithout thought s k i l l  
may be acq u ired , but i t  is  so severed from i t s  purpose 
th a t i t  may become a d e s tru c tiv e  fo rce  to  education . Th ink­
in g , on the o th e r hand, is  ed u ca tio n ’ s g re a te s t asset 
because i t  is  th in k in g  th a t  makes experience m eaningful and, 
hence, e d u c a tiv e .
I f  we l iv e d  in  a s t a t ic  w orld , perhaps th ere  would be 
no need fo r  r e f le c t io n ,  A th in g  th a t is  s e t t le d  and f in is h ­
ed needs no th ought. Or i f  we l iv e d  in  re tro s p e c t, lo o k -  
to  and w orsh ip ing  the g lo r ie s  of the past, th ere  would be 
no need fo r  r e f le c t io n .  The past as such is  a fin is h e d
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product and cannot be a f fe c te d  by th o u g h t. But l iv in g  as
we do in  a w o rld  th a t  is  chang ing ---one  th a t  i s  p ro s p ec tive
and p ro g re s s iv e — -th e re  is  a p lace  f o r  r e f le c t io n .  We face
problems, make p la n s , p r o je c t ,  and face an unknown fu tu re .
I t  is  r e f le c t io n  alone th a t  enables us to  do t h is .  From
s itu a t io n s  th a t  have occurred in  the past and those th a t
confront us now we g a th e r meanings which we take as symbols
of what we may e ^ e c t  in  new s itu a t io n s  th a t  a r is e  in  the  
14
fu tu re . T h is  is  e x a c t ly  progress— -p ro gress  as contras ted
14, Dewey, John, "Human Nature and Conduct," Henry H o lt  
Company, New York C ity .  1922, P . 283,
w ith  mere change. What, th en , renders more im p era tive  the  
duty o f the school as a s o c ia l in s t i t u t io n  to  develop in  
p u p ils  the a b i l i t y  to  th in k  than does the fa c t th a t progress  
depends on th in k in g ?  There is  l i t t l e  doubt but th a t th is  
change in  concept from a s ta t ic  and re tro s p e c tiv e  to  a 
p ro je c t iv e  and prog ress ive  w orld  has done as much as any 
other one th in g  to  g ive r e f le c t io n  i t s  educatio na l s ig n i f i ­
cance.
The in fo rm a tio n a l and knowledge s la n t th a t  education  
has had in  the past has been in im ic a l to  thought, because 
we have surmised th a t out of th is  bu lk  o f m a te r ia l c h ild re n  
could th in k  th in g s  out f o r  them selves. We had fo rg o tte n  
th a t m a te r ia ls  fo r  thought are found only in  a c t iv i t y ,  
events, something going on, and in  working through the  
d i f f i c u l t i e s  in  present experience . We had supposed th a t
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in  conveying to  the c h ild  th is  stock o f in fo rm a tio n  we
su pp lied  him w ith  id eas  which were to  him re a l experiences .
The t r u t h  is  th a t  fa c ts  are fa c ts  and w i l l  ever remain fa c ts
unless they are put to  use in  exp erien ce . In  experience
thought transform s them in to  id e a s . H e re in  l ie s  the va lue
of in fo rm a tio n  or fa c ts  fo r  education . In  themselves they
are not and cannot he education  because they are not a p a rt
of exp erien ce . They do, however, fu rn is h  a basis  fo r
education  since they may be made re a l in  experience , i t
is ,  th e re fo re , c le a r  th a t  education  does not consist o f the
s to r in g  away o f knowledge or fa c ts , but th a t  i t  is  ex-
15perience in  which r e f le c t io n  p lays  a le a d in g  ro le .
15, Dewey, John, "Democracy and E d u c a tio n ." M acm illan  
Company, New York C ity ,  1933. Pp. 184 -  188,
Any scheme o f education must to  some ex ten t concern  
i t s e l f  w ith  h a b it  fo rm atio n . The proper k in d  o f h a b its  
are conducive to  th in k in g . Routine h a b its  take care o f 
c e r ta in  m inor and m echanical ac ts , thus le a v in g  the mind 
fre e  to  th in k . A c tive  h a b its  are f le x ib le  in t e l l ig e n t  
h a b its  th a t  can be m o d ified  to  meet the ex igencies  of new 
s itu a t io n s . In  f a c t ,  freedom in  th in k in g  means the forma­
t io n  o f u s e fu l ro u tin e  and a c tiv e  h a b its  so th a t the mind 
is  l e f t  fre e  to  choose from among numerous possib le  s itu a ­
t io n s  those th a t  re s u lt  in  the development o f the best " s e lf ,"  
In  th is  l ig h t  h a b it  becomes the to o l o f thought, and th in k ­
ing  in sures  the f l e x i b i l i t y  o f h a b its . F le x ib i l i t y  of
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1 6 , Bode, B ,H , " C o n f lic t in g  P sychologies o f L e a rn in g , " 
D. 0. H eath  Company, Boston, 1929, Pp, 273 -  275.
h a b it  renders i t  adaptab le  to  new and v a r ie d  experiences; 
and, hence, to  th e  continuous re c o n s tru c tio n  o f experience  
or e d u c a tio n .
P hilosophy i t s e l f  i s  th in k in g -— th in k in g  in  terms of 
the p a r t ic u la r  problems th a t  happen to  co n fron t us a t a 
given tim e . I t  attem pts to  fo rm u la te  as complete and as 
i n t e l l ig e n t  an ou tlook upon experience as is  p o s s ib le .
17 , From c la s s  in  S ocio logy, "S o c ia l Progress and Achieve­
m ent,"  taugh t by D r, D, J, B lo c ker, C o llege o f W illia m  
and M a ry . 1 9 33 -34 ,
Philosophy, th en , concerns i t s e l f  w ith  the th in g s  about 
which people th in k .  At one tim e jit may be r e l ig io n ,  a t  
another tim e p o l i t i c s .  But in  every case i t  represents the  
thought on th e  problems in  q u e s tio n . Philosophy suggests 
ways and means to  cope w ith  s itu a t io n s , which thought alone 
can do. As such i t  is  fo rw ard  lo o k in g , ever a le r t  to  
sense new connections and new meanings. Through a conscious 
q u estion ing  o r c r i t ic is m  of va lues philosophy in v a r ib ly  
suggests methods, Now when we remember th a t  th in k in g  a lsn  
re s u lts  in  method or is  i t s e l f  method, i t  is  a t once ap­
parent th a t  p h llo s o p ly  and th in k in g  serve the  same purpose 
in  ex p erie n ce . In  the words o f Dewey, "Philosophy m ight 
almost be described  as th in k in g  which has become conscious
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o f i t s e l f - — which has g e n e ra liz e d  i t s  p la c e , fu n c tio n , and 
va lu e  i n  e x p e r ie n c e ." !®
18 , Dewey, John. "Democracy and E d u ca tio n . *' M acm illan  
Company, New Y ork  C ity *  1933 , 381.
Th is  fa c t  alone renders ph ilosophy in d is p en s a b le  to  educa­
t io n .  But th e re  is  an o th er fa c t  o f extreme im portance.
The problem s w ith  w hich i t  i s  concerned a r is e  in  s o c ia l  
l i f e .  E d u c a tio n , to o , is  concerned w ith  s o c ia l l i f e  and 
is  i t s e l f  a s o c ia l problem . E ducation  thus becomes a 
channel th rough  which ph ilosophy o r th in k in g  may reach in to  
s o c ia l and l i f e  r e la t io n s h ip s .
By way o f summarizing the  d iscussions on experience  
and r e f le c t io n ,  i t  must be s a id  th a t  they have t h e i r  o r ig in  
in  s o c ia l l i f e .  An in d iv id u a l has exp erien ces , but not 
alone— -th e y  ta ke  p la c e  w ith  h is  fe llo w s ; and they have 
meaning only as they are shared in  a l l  t h e i r  r e la t io n s h ip s .  
Nor is  th in k in g  a persona l a f f a i r .  Mind i t s e l f  is  la r g e ly  
s o c ia lly  c re a te d ; and th in k in g , m ind’ s f i r s t  f r u i t ,  is  
occasioned only by th e  s t im u li which come to  i t  from the  
s o c ia l medium. The purpose o f the  school as a s o c ia l in ­
s t i t u t io n  and, hence, i t s  duty is  not m erely to  see th a t  
the c h i ld  has exp erien ce s , bu t to  see th a t  he has exper­
iences w ith  o th e rs . I t  must not m erely t r a in  the c h ild  to  
th in k , bu t to  th in k  in  terms o f s o c ie ty . T h is  is  perhaps 
a c o rre c t in t e r p r e t a t io n  o f the  statem ent th a t  the school 
must p ro v id e  an environm ent continuous w ith  th a t  in  l i f e  
ou ts ide  th e  schoo l.
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C hapter IV  
Method and S u b je c t-M a tte r
(1 )  Method
The n a tu re  o f method is  in  la rg e  p a r t  determ ined by 
the  p r e v a i l in g  conceptions about the  in d iv id u a l and the  
ed uca tive  p rocess , and the aims and purposes o f the schoo l. 
As the l a t t e r  have changed so have the fo rm er* I f  th e  c h ild  
is  thought o f as a m in ia tu re  a d u lt , th en  ed ucatio n  becomes 
a mere f i l l i n g - i n  process between the stages o f ch ildhood  
and ad u lthood; and the fu n c tio n  o f the school is  p re p a ra tio n -  
to  p rep are  th e  c h i ld  f o r  p a r t ic ip a t io n  in  a d u lt  s o c ie ty  and 
not in  th e  l i v in g  and moving p re s e n t. In  such a process  
method becomes more o r le s s  a way o f te a c h in g -— a means o f 
p re s e n tin g  s u b je c t-m a tte r  so th a t  the p u p il  can best le a rn  
i t .  To become a m aster o f method the te a c h e r must acquain t 
h e r s e lf  w ith  the  methods which experience has shown to  be 
e f f ic ie n t  ways o f supp ly ing  knowledge,^ Or p u tt in g  i t
1 , Dewey, John. "Democracy and E du cation , " M acm illan  
Company, New York C ity .  1933, P, 201.
another way, e x p e rts  c o l le c t  from experience those methods 
which have proved v a lu a b le  and hand them down to  the  
te a c h e r to  use in  h e r lo c a l  s itu a t io n .  Seldom d id  method 
apply to  th e  p u p il ,  and when i t  d id , t r a d i t io n a l  p ra c tic e s  
were a p p lie d  d i r e c t ly  in  new experiences . Thus fo r  bo th
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te a c h e r  and p u p i l  method was s u p p lied  la r g e ly  by t r a d i t io n ,  
and wad adopted by each as a p la n  o f a c tio n  in  p resen t 
s itu a t io n s .  As such i t  subdued t h e i r  a c t iv e  powers and 
preven ted  t h e i r  e x t r a c t in g  new meanings from ex p e rie n c e .
The only fu n c t io n  th a t  p a s t p ra c t ic e s  can have in  so f a r  
as the p re s e n t is  concerned is  to  enable the  in d iv id u a l to  
e x erc is e  more - In t e l l ig e n t ly  h is  own judgment and to  m ik e  
more m ean ing fu l h is  p e rs o n a l re a c tio n s  to  p resen t s itu a ­
t io n s , T r a d it io n a l  o r ready-made methods, th e n , are harm­
f u l  o r h e lp f u l ,  depending on w hether they are  employed d ir e c t ­
ly  as a means o f d ir e c t in g  exp erien ce , o r w hether they are  
used to  a id  and supplement one’ s own in d iv id u a l method.
Method may be d e fin e d  as a way o f le a rn in g  or the  in ­
t e l l ig e n t  d ir e c t io n  o f an experience to  a successfu l o u t-  
come,*^ I t  is  the  h o w ---th e  e x p e r ie n c in g -— in  the growth
2, From c la s s  in ,  "The Philosophy o f E d u c a tio n ,"  taugh t 
by D octor K ,J .  Hoke at the C ollege o f W illia m  and 
M ary, 1 9 3 3 -3 4 .
or le a rn in g  p ro cess . As such i t  a p p lie s  p r im a r i ly  to  the  
c h ild .  I n  so f a r  as i t  a p p lie s  to  the te a c h e r , h e r p a rt  
is  to  see th a t  the  c h i ld  ac ts  in  th e  best way to  le a rn , to  
guide, and d ir e c t  h is  methods, and to  see th a t  the e n v iro n ­
ment a ffo rd s  s t im u li  th a t  w i l l  p ro p e rly  a id  experience in  
reach ing  a d e s ira b le  outcome, method, th e n , is  seen to  be 
in d iv id u a l ,  f o r  th e re  are as many ways o f le a rn in g  or
3, F o r a d iscu ss io n  o f in d iv id u a l method see Dewey, John, 
"Democracy and E d u ca tio n , " M acm illan  Company, New York  
C ity ,  1933. Pp, 201 -  210.
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d ir e c t in g  experience  as th e re  are  in d iv id u a ls .  Since  
method is  concerned w ith  experience  i t  has i t s  o r ig in  in  
a problem  o r uncom pleted s i t u a t io n  ju s t  as ary  ty p ic a l  
r e f le c t iv e  e x p e r ie n c e ,^  I t  i s  e v id e n t, a ls o , since i t  is
4, Dewey, John. "Democracy and E d u catio n , " M acm illan  
Company, New Y ork C i ty .  1933 , P . 176 .
a way o f do ing , th a t  i t s  elem ents are re s id e n t in  the  
n a tiv e  im pulses o f th e  in d iv id u a l ,  and th a t  i t  changes as 
acquired  h a b its  and knowledge o f past experiences are  
brought to  b e a r on i t .
To have a method means th a t  the in d iv id u a l has a 
d ire c t  and p lanned course o f a c tio n , and th a t  he has con­
fid en ce  and f a i t h  in  h im s e lf  to  cope w ith  th e  s itu a t io n  
which c o n fro n ts  him* H is  mind is  open to  any and a l l  con­
s id e ra tio n s  th a t  w i l l  shed l ig h t  on h is  problem , he has a 
m ind-set and a u n ity  o f purpose in  c a rry in g  fo rw ard  h is  
p la n . To have a method is  to  accept r e s p o n s ib il i ty  f o r  the  
success o r f a i lu r e  o f an act and to  undergo the consequences.
5, I b id .  P p , 204 -  210
Method makes le a rn in g  conscious of i t s e l f ,  which simply 
means th a t  th e  aims w hich d ire c t  experience are re a liz e d  
in  the experience  process i t s e l f .
In d iv id u a l method msy take  e i t h e r  of two courses. I t  
may be narrow^ or r e la t e  to  the le a rn in g  o f is o la te d  fa c ts - 
a s in g le  th in g  or a p a r t  o f th e  whole p o s s ib le  le a rn in g s
I l l
6, F o r a com plete d isc u s s io n  o f narrow  and broad method 
see K i lp a t r ic k ,  W.H. "Foundation  o f M ethod." Mac­
m il la n  Company, New Y ork  C ity .  1925 . P p . 10 -  1 8 .
in  a s i t u a t io n .  On th e  o th e r  hand, method may be broad  
or r e la te  to  th e  whole s i t u a t io n .  Th is  type o f method is  
concerned w ith  a l l  the  p o s s ib le  le a r n in g s - - -p r im a iy ,  asso­
c ia te ,  and concom itan t— th a t  experience  has to  o f f e r .  I t  
is  w ith  th e  b road  method th a t  ed u ca tio n  must be concerned, 
fo r  we no lo n g e r  b e lie v e  i t  p o s s ib le  to  le a r n  a sim gle  
th in g  to  th e  e x c lu s io n  o f  a l l  o th e rs . The c h i ld  who is  
le a rn in g  to  add in  a r ith m e tic  is  a t th e  same tim e le a rn in g
to  l i k e  o r d is l ik e  m athem atics. He is  form ing op in ions
7
and a t t i tu d e s  tow ard te a c h e r and schoo l. In  t h is  l ig h t
7. K i lp a t r ic k ,  W.H, in  Teachers C o lle g e Record. September 
1921. Volume 21, pp . 213 -  1 4 . Teachers C o lle g e , 
Columbia U n iv e r s ity ,  New York C i ty ,
method is  o f tremendous s o c ia l im portance . Method th a t  
ignores a s s o c ia te  and concom itant le a rn in g s  may le a d  the  
c h ild  to  avo id  fu r th e r  exp erien ces , and in  the end, c re a te  
in  him a d is l ik e  f o r  school and conte^ipt f o r  s o c ie ty .
"The im p o rta n t th in g  to  b ear in  mind about method is  
th a t  th in k in g  is  method, th e  method o f in t e l l ig e n t  exper­
ience in  th e  course which i t  takes ,"®
8 , Dewey, John. "Democracy and E d u ca tio n , " M acm illan  
Company, New York C i t y .  1933. P. 180 .
I t  fo llo w s , th e n , th a t  th e  most im p o rtan t task  o f the  
school is  to  develop in  boys and g i r l s  th e  a b i l i t y  to
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th in k ,  and th a t  improvements i n  method w i l l  come only  
from  an added a b i l i t y  to  th in k .  To say th a t  a person has 
a method means th a t  he has thought the s i tu a t io n  th rough  
and th a t  h is  th in k in g  has developed in to  a p la n  o f a c t i o n - -  
a m ethod. I t  a t  once becomes apparent th a t  s u b je c t-m a tte r  
as o r d in a r i ly  conceived has no p lace  f o r  method, E xperience  
is  f i r s t  hand and cannot be passed on from one person to  
an o th e r. I t  a r is e s  in  a c tu a l e m p ir ic a l s itu a t io n s , and i f  
i t  i s  to  have meaning f o r  a person he must engage in  i t  
h im s e lf . T h is  suggests th a t  i f  ary su b jec t is  to  have 
meaning i t  must be approached i n  i t s  n a tu ra l s e t t in g . Then, 
and th e n  o n ly , does method p ro p e rly  have a p lace  in  sub­
je c t -m a t te r ,  f o r  in  th is  manner only does th e  s itu a t io n  
re q u ire  th in k in g .
The n a tu re  o f knowledge and h a b it  renders method essen­
t i a l ,  I t  has been noted th a t  the fu n c tio n  o f knowledge is  
to  make the  re s u lts  o f p r io r  experience a v a ila b le  f o r  p re ­
sent and fu tu re  e x p erie n ces . H a b it , in  th a t  i t  represents  
a p re d is p o s it io n  to  act in  a c e r ta in  way when a g iven  s i t u ­
a t io n  p res en ts  i t s e l f ,  l i k e  knowledge, renders past ex­
p erien ce  a v a ila b le  f o r  p resen t and fu tu re  use. But know­
ledge o r h a b it  in  them selves do not assure the use o f past 
experiences in  subsequent s itu a t io n s . I t  is  th in k in g  th a t  
uses them in  new exp erie n ces . Knowledge w ith o u t thought 
has no p o s s ib le  connections w ith  fu tu re  experience , and 
h a b it w ith o u t thought s u p p lies  a f ix e d  method th a t  is  not 
ad aptab le  to  new ex p erie n ces . Then the fu n c tio n  of thought
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i n  knowledge and h a b it  i s  to  make o f them a way o f a c tin g
o r method th a t  is  ad ap tab le  to  new and v a r ie d  s itu a t io n s .
Method may ta k e  e i t h e r  o f two courses— - lo g ic a l  or 
9
p s y c h o lo g ic a l. L o g ic a l method s ta r ts  w ith  knowledge as
9 . Dewey, John. "The C h ild  and the  C u rricu lu m . " U n iv e r­
s i t y  o f Chicago P re s s . 1902. Pp. 29 f f ,
com pleted and works backward to  e x p e rie n c e . I t  i s  essen­
t i a l l y  th e  method o f th e  s c h o la r and not o f the le a r n e r .  
The t r a d i t io n a l  course o f study and s t r i c t  adherence to  
the p r in te d  te x t  use t h is  method alm ost e x c lu s iv e ly . Psy­
c h o lo g ic a l method is  th e  method o f growing expanding ex­
p e rie n c e . I t  o r ig in a te s  in  the im p u ls ive  na tu re  o f the  
c h ild ,  and th ro ugh  the  expanding o f exp erien ce , d ire c ts  
them to  e v e r h ig h e r  and b roader p lanes o f  m eaning, For  
in  le a rn in g  i s  grow th, and method is  a means o f d ire c t in g  
grow th. I t  i s  th e  method o f the le a rn e r  fo r  i t  b rin g s  
him face  to  face  w ith  experience  and not symbols which are 
supposed to  rep res en t e x p e rie n c e . L o g ic a l method t r e a ts  
knowledge as an end in  i t s e l f ,  w h ile  p s ych o lo g ic a l method 
makes o f i t  a means f o r  b e t t e r  understand ing the meanings 
in  ev ery -d ay  e x p e rie n c e . The te a c h e r, th en , who adheres to  
the lo g ic a l  method is  te a c h in g  the c h i ld  about experience; 
w h ile  th e  te a c h e r  who encourages h e r p u p ils  to  use the  
p s y c h o lo g ic a l method is  te ac h in g  them experience ,^®
10 , Moore, E . 0, "What i s  Education?" Ginn and Company, 
B oston . 1917, P . 14 7 .
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Method as o r ig in a t in g  in  the  im p u ls iv e  na tu re  o f th e  
c h ild  and h av in g  to  do w ith  the d ir e c t io n  o f experience  
renders p la y , games, and a c t iv i t i e s  o f v a rio u s  k in d s  in d is ­
pensable to  e d u c a tio n . I t  i s  th is  type o f th in g  th a t  the  
c h i ld ’ s n a tu re  suggests, and i t  is  th is  th a t  he co n fro n ts  
in  l i f e  o u ts id e  the sch o o l. The aim o f the school here must 
be to  p ro v id e  him w ith  l i f e - l i k e  a c t iv i t i e s  and to  encourage 
him to  develop a method f o r  d e a lin g  w ith  such problems*
The school can do th is  by p ro v id in g  a c t iv i t i e s  th a t  grow 
out o f the  c h i ld ’ s own im pulses and th a t  w i l l  le a d  him 
on to  h ig h e r  p lanes o f a c t i v i t y . T h i s  means th a t  the
1 1 . K i lp a t r ic k ,  W.H. "Source B o o k:in  the Philosophy o f 
E d u c a tio n ."  M acm illan  Company, New Y ork C ity .  1931 
Pp. 282 -  83 ,
approach to  any su b je c t l i e s  not so much in  books as i t  
does in  some form o f a c t iv i t y  w ith  which th e  c h ild  can 
id e n t i fy  h im s e lf .  Furtherm ore, i t  means th a t  school a c t i ­
v i t ie s  should not be fo re ig n  to  those in  l i f e ,  and th a t  
education  must be in t im a te ly  r e la te d  to  the every-day in ­
te re s ts  o f p e o p le . Only as the  school does t h is ,  can we 
say th a t  in d iv id u a ls  in  school are fo rm u la tin g  methods th a t  
w i l l  serve them in  l i f e  a f t e r  t h e i r  school days are o ver.
A lthough i t  i s  im possib le  fo r  a l l  schools to  fu n c tio n  
under id e a l  c o n d itio n s  o r  even to  ca rry  out a l l  the th in g s  
suggested in  th e  p reced ing  paragraphs, th e re  a re , neverthe­
le s s , numerous ways to  improve on e x is t in g  c o n d itio n s , For
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in s ta n c e , te a ch ers  can a llo w  th e  c h ild  th ro u g h  h is  own 
i n i t i a t i v e  to  develop a c t iv e  powers o f independence and 
re s o u rc e fu ln e s s . He can be p e rm itte d  to  assume re s p o n s i­
b i l i t y  and s e l f - d i r e c t io n  in  c a rry in g  fo rw a rd  h is  a c t i v i ­
t ie s *  The school environm ent can be made such th a t  i t  
w i l l  g iv e  o u t le t  and d ir e c t io n  to  a growing p e rs o n a lity .  
C ooperative a c t i v i t i e s  in  which c h ild re n  come face to  face  
w ith  s o c ia l r e la t io n s h ip s  can be engaged in .  Above a l l ,  
the c h i ld  must be a llo w e d  and encouraged to  le a rn  from  
f i r s t  hand experience and th ereby become an in q u ir in g  
in s te a d  o f an a c q u ir in g  in d iv id u a l*  The te a c h e r  who makes 
p ro v is io n  f o r  these th in g s  in  h e r classroom  has in  la rg e  
p a rt so lved  th e  problem  o f method b o th  on h e r own p a r t  
and th a t  o f h e r  p u p ils ,
12, Chapman, J .C , and Counts, G, S, " P r in c ip le s  o f
E d u c a tio n ."  Houghton M i f f l i n  Company, New York C ity ,  
1924. P . 53 f f .
From a l l  th e  fo re g o in g  i t  may be concluded th a t method 
is  a way o f le a r n in g -— a way o f d ire c t in g  ex p erie n ce . I t  
is  a problem  o f how th e  c h ild  should a c t, how he can best 
le a rn  o r  d ir e c t  h is  exp erie n c e . In  so f a r  as the te ac h er  
is  concerned, i t  is  a problem  o f how she can he lp  the c h ild  
to  d ire c t  h is  experiences  so they w i l l  be most m eaningful 
to  him . I t  has two aspects , the broad and the  narrow; 
and i t  may ta k e  e i t h e r  o f two courses, the lo g ic a l  or 
th e  p s y c h o lo g ic a l. In  th e  f in a l  a n a ly s is  i t  is  in sep arab le  
from  e x p e rie n c e , r e f le c t io n ,  and s u b je c t-m a tte r .
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(2 ) S u b jec t-M a tter
T r a d i t io n a l ly ,  s u b je c t-m a tte r  and te x t-b o o k s  have had 
the same c o n n o ta tio n . In  e i t h e r  case i t  was ju s t  so much 
m a te r ia l to  be le a rn e d * There was a c e r ta in  amount o f 
the  race experience  th a t  th e  c h ild  needed to  le a r n .  Conse­
quen tly  c e r t a in  is o la te d  fa c ts  were s e le c te d  and arranged  
in  an o rd e rly  manner o r te x t-b o o k  and p resen ted  to  the  
c h ild  to  be le a rn e d . When he had acq u ired  the  p re s c rib e d  
number o f fa c ts  he was considered educated. Knowledge or  
fa c ts  c o n s t itu te d  e d u c a tio n . The fa l la c y  in  such a proce­
dure l i e s  in  th e  fa c t  th a t  knowledge was regarded as be ing  
an end in  i t s e l f  and not as a means to  in cre ase  th e  mean­
ings found in  p resen t ex p erie n c e . Such is o la t io n  o f 
s u b je c t-m a tte r  from i t s  n a tu ra l s e t t in g  or i t s  severance  
from th e  s itu a t io n s  w ith  which i t  dea ls  re s u lts  in  the  
s e p a ra tio n  o f mind from  a c t i v i t y , T h i s  i s  but another
13 . Dewey, John. "Democracy and E d u ca tio n , " M acm illan
Company, New York C i ty .  1933. Pp, 156 -  157 .
way o f saying  th a t  th e re  is  no th in k in g , and th a t  th e re  
is  no r e a l  e x p e rie n c e . I f ,  then, education  is  experience , 
subject m a tte r  as t r a d i t io n  in te r p r e ts  i t  may be a h in ­
drance to  e d u c a tio n .
I f  e d u c a tio n  is  exp erien ce , th en  su b ject m a tte r  must 
be the co n ten t o f experience  and must in c lu d e  e v e ry th in g  
th a t  g ives  meaning and content to  ex p erie n ce . In  our 
as s o c ia tio n s  w ith  o th ers  we hear words spoken, see o b je c ts , 
and observe th e  a c tio n s  of o th e rs . Now i t  is  ju s t  th is
117
type  o f th in g  th a t  makes experience  m e a n in g fu l, and in  
t h is  sense, a l l  these th in g s  are as t r u ly  s u b je c t m a tte r  
as i s  th e  p r in te d  page* T h is  does not mean th a t  the  pres, 
en t s u b je c t m a tte r  o f th e  schoolroom w i l l  lo s e  i t s  va lu e  
or even be supp lan ted  by new, bu t i t  does mean th a t  th is  
p resen t s u b je c t m a tte r  must become an a c t iv e  fo rc e  fo r  
c a rry in g  fo rw a rd  experience,^"^ I t  means th a t  su b je c t
14 . K i lp a t r ic k ,  W.H. E d i t o r .  "The E d u c a tio n a l F r o n t ie r " .  
D. A p p le to n -C e n tu ry  Co. New Y o rk . 1933. Pp, 170.
m a tte r  must become a p a r t  o f th e  s o c ia l s e t t in g  in  which  
the c h i ld  l i v e s  and a c ts . I f ,  th e n , s u b je c t m a tte r  may 
be s a id  to  have v a lu e , i t  l i e s  in  th e  c o n tr ib u t io n  th a t  i t  
makes to  l i f e .
I t  was noted in  th e  d iscu ss io n  on experience  th a t  the  
scope o f d i r e c t  exp erien ce  was l im i te d ,  and th a t  r e f le c ­
t io n  a id ed  in  seeing meanings th a t  were beyond one’ s 
immediate o b s e rv a tio n . Im a g in a tio n  serves th e  same pur­
pose and has as much ed u ca tiv e  va lu e  as any o th e r fa c to r  
in  e x p e r ie n c e . Im a g in a tio n  is  a sensing o f th e  meanings 
which l i e  beyond th e  scope o f p h y s ic a l a c t i v i t y , O n  t he
15. Dewey, John. "Democracy and E d u c a tio n " , M acm illan  
Co. New Y o rk . 1933 . Pp. 2 7 6 -7 8 .
o th e r hand, i t  is  concerned d i r e c t ly  w ith  what is  be ing  
done, f o r  i t  reaches out in to  th e  unknown and p u l ls  in  
new meanings th a t  g iv e  d i r e c t io n  to  p resen t a c t i v i t y .
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The meanings thus e x tra c te d  make p o s s ib le  fu tu re  e x p e rie n ­
ces w hich o therw ise  would have been im po ssib le  because 
th e re  were no c lu es  le a d in g  to  them . Im a g in a tio n  is  not 
to  be confused w ith  b u ild in g  a i r  c a s tle s  as s u b s titu te s  
f o r  e x p e rie n c e . In s te a d , the f in d in g s  o f im a g in a tio n  are  
te s te d  out in  l i f e  s itu a t io n s , and i t  is  t h is  th a t  makes 
o f them su b je c t m a tte r . The school should recogn ize  t h is  
f a c t ,  and n u rtu re  th e  c h i ld  so th a t  he may develop a 
h e a lth y  im a g in a t io n . F o r w ith o u t im a g in a tio n , much o f 
the su b jec t m a tte r  th a t  experience has to  o f f e r  is  not used. 
L e arn in g  is  sa id  to  be in t r in s ic  or e x t r in s ic  depend­
in g  upon w hether i t  grows out o f a c tu a l s itu a t io n s  in  
exp erien ce , o r w hether i t  comes as a re s u lt  o f e x te rn a l  
demands made by te a c h e r o r course o f stucly,^^ S ubject
16 , For a d e ta i le d  d iscu ss io n  o f in t r in s ic  and e x t r in s ic  
le a rn in g , see K i lp a t r ic k ,  ¥ ,  H, ^Foundations o f 
Method**, M acm illan  Go, Uew Y o rk . 1925, Pp 2 4 9 -9 6 ,
m a tte r , th e n , i s  in t r i n s ic  or e x t r in s ic  depending upon 
w hether i t  is  employed in  experience as s itu a t io n s  g ive  
r is e  to  i t s  use, o r w hether i t  is  considered as completed 
knowledge e x is t in g  p r io r  to  the s i tu a t io n .  In t r in s ic  
sub ject m a tte r  is  in h e re n t in  what one is  doing and is  
p a rt and p a rc e l o f the process . I t  comes from  one’ s own 
needs and choices in  ex p e rie n ce , which a f t e r  a l l  is  the  
only c la im  th a t  an yth in g  can have as be ing  su b jec t m a tte r . 
E x tr in s ic  s u b je c t m a tte r  may be employed in  experience ,
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but o fte n  th e re  is  no apparen t need f o r  i t .  O r d in a r i ly  
i t  i s  something fo rc e d  upon the  c h i ld  by e x te r n a l  a u th o r­
i t y ,  "Study is  th e  a t ta c k  upon a s i t u a t io n ,  and what is
le a rn e d  is  le a rn e d  as and because i t  i s  needed f o r  th e
17c o n tro l o f t h is  s i t u a t io n ."  S u b jec t m a tte r , th e n , is
17 , K i lp a t r ic k ,  W, H, "A R econstructed  Theory o f th e  
E d u ca tive  P ro c e s s ,"  Bureau o f P u b lic a t io n s ,  
Teachers C o lle g e , Colum bia U n iv e r s i ty .  New Y o rk ,  
1931, P 30 ,
not something f ix e d  p r io r  to  the  a c t o f le a r n in g , b u t is  
in t r in s ic  o r In h e re n t in  s itu a t io n s  th a t  re q u ire  i t s  use . 
Out o f school le a rn in g  i s  t y p ic a l ly  an ex p erie n ce  
process, and th e  le a rn in g  a c q u ired  in  t h is  way is  essen­
t i a l l y  i n t r i n s i c .  I n  a c tu a l ly  e x p e rie n c in g  a th in g , the  
c h ild  fe e ls  a need or fa c es  a prob lem . L e a rn in g  comes as 
he solves h is  problem ; and a l l  the  th in g s  th a t  a id  in  i t s  
s o lu tio n  are  s u b je c t m a tte r .  There are  no demands made 
by o th ers , no e x te rn a l requ irem ents  to  f u l f i l l .  T h is  
should c h a ra c te r iz e  school le a rn in g . W h ile  in  many 
cases c u rre n t school p ra c t ic e s  v iew  le a rn in g  as t y p ic a l ly  
a m em orization  process and su b jec t m a tte r  as som ething to  
be le a rn e d  on a u th o r i ty ;  th e re  a re , however, numerous 
instances in  w hich le a rn in g  is  view ed as an exp erie n ce  
process in  w h ich  su b je c t m a tte r  becomes a l l  th e  fa c to rs  
in  experience  th a t  a f fe c t  le a rn in g . The newer type  o f 
cu rric u lu m  b u i l t  around c e n te rs  o f c h i ld  in te r e s t  and 
a c t iv i t i e s  in  w hich c h ild re n  n a tu r a l ly  engage, th e  u n it  
method o f te a c h in g , and the many p ro je c ts  th a t  are  c a r r ie d
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on in  the more p ro g ress ive  schools, a l l  a t te s t  the  
t r u th  o f th is  s ta tem ent. Perhaps i t  is  t h is  conception  
o f le a rn in g  and o f su b jec t m a tte r  as be ing  d i r e c t ly  con­
nected w ith  experience th a t  has only re c e n tly  le d  us to  
b e lie v e  th a t  school and so c ie ty  are or should be con­
tin uo us .
I t  has been sa id  th a t  the main business o f ed u ca tio n  
is  to  develop in  c h ild re n  the a b i l i t y  to  th in k .  Th is  
means th a t education  must b eg in  w ith  the a c t iv e  powers 
or impulses o f the c h i ld .  The w orth  of su b jec t m a tte r  
may then be measured in  terms o f th e  e x te n t to  which i t  
develops these powers,^® I f  the su b ject m a tte r  o f the
18. Dewey, John, " In te r e s t  and E f f o r t " ,  Houghton 
M i f f l i n  Co. New Y o rk , 1913, Pp 6 3 -6 4 ,
school is  to  pass th is  te s t  th e re  must be no gap between 
i t  and th e  sub ject m a tte r  of a c tu a l l i f e  s itu a t io n s .
I t  must be such th a t  th e  c h ild  w i l l  im m ediately recog­
nise i t  as be ing the same so rt of th in g  th a t he encounters  
in  h is  everyday p r o b l e m s , T h e  cu rricu lum  th a t  is  founded
19, Dewey, John, "The C h ild  and the C u rricu lu m ,"  
U n iv e rs ity  of Chicago P ress , 1902, P 15 .
upon th is  conception o f subject m a tte r  is  making i t  poss­
ib le  f o r  su b jec t m a tte r to  e n te r in to  the c h i ld ’ s l i f e  as 
a ba s is  f o r  thought, and thus lead  him in to  ever r ic h e r  
experiences .
121
There is  another aspect o f sub ject m a tte r, one th a t
m e rits  s p e c ia l a t te n t io n  i f  the school is  to  serve i t s
purpose as a s o c ia l in s t i t u t io n .  From the la rg e  number
of p o ss ib le  a c t iv i t ie s  th a t  the  school may s e le c t , i t  is
e s s e n tia l th a t  i t  s e le c t those best adapted to  the  needs
of e x is t in g  s o c ia l l i f e .  As l i f e  advances in to  the
fu tu re , i t  should be the aim of ed ucatio n  to  improve i t ,
not n e ces sa rily  the l i f e  o f any p a r t ic u la r  in d iv id u a l or
group, but the s o c ia l aspects of l i f e  which we a l l  share
in  common. Thus the a c t iv i t i e s  th a t  are most fundam ental
s o c ia lly  are those engaged in  by the la rg e s t  number o f
people. In te re s ts  are no lo nger in d iv id u a l;  they  are
held in  common by groups and between groups. The only
tru e  subject m a tte r  o f education , th en , c o n s is ts  o f those
m ate ria ls  which give meaning to  the common and c o l le c t iv e
20in te re s ts  o f mankind as a whole, The school , th en .
20, Dewey, John, "Democracy and E d u c a tio n ,"  
M acm illan Co, New Y o rk , 1933, Pp 224-227 ,
must present s itu a t io n s  ta ken  from the l i f e  in  which men 
l iv e ,  th in k , and act to g e th e r; not s o le ly  t h is ,  i t  must 
encourage boys and g i r ls  to  l i v e ,  th in k , and act to g e th e r  
in  those same s itu a t io n s  in  school. The school th a t  
does th is  has found i t s  p lace as a s o c ia liz in g  agency, 
fo r  i t  is  ta k in g  the n a tiv e  impulses o f c h ild re n  and 
through communication and sharing is  d ire c t in g  them 
in to  s o c ia liz e d  l iv in g .
1^2  
C hapter V
U n ity  o f Method, S ub ject M a tte r ,
E xp e rie n c e , and R e f le c t io n
I t  w i l l  have been noted in  the ch apters  on exp er­
ien ce , r e f le c t io n ,  method, and su b jec t m a tte r  th a t  i t  was 
im possib le to  discuss any one o f them a p a rt from  th e  o th e rs , 
A m eaningful experience is  im possib le  w ith o u t r e f le c t io n ,  
fo r  r e f le c t io n  b rin g s  to g e th e r  ac t and consequences—  
cause and e f f e c t — th ereb y  en ab lin g  the  in d iv id u a l to  see 
the consequences as the  d ir e c t  r e s u lt  o f h is  a c t .  R e fle c ­
t io n ,  in  tu rn , su p p lies  a method f o r  fu tu re  e x p e rie n c e s . 
Subject m a tte r  is  as in c lu s iv e  as th e  scope o f ex p e rie n ce ; 
and i t s  c h ie f  va lu e  l i e s  in  the fa c t  th a t  r e f le c t io n  ren­
ders i t  in to  a method w hich can be used in  fu tu re  exper­
ien ces .
E xperience is  a g ive  and take process— a c tin g  and 
being acted  upon, "When we experience something we act 
upon i t ,  we do something to  i t ;  th en  we s u f fe r  or undergo 
the consequences. We do something to  the  th in g  and th en  
i t  does something to  us," ^ In  o th er words, we p e rc e iv e
1 , Dewey, John, "Democracy and E d u c a tio n ,"  M acm illan  
Co, Hew Y o rk , 1933, P 163,
th a t  w hatever happens is  th e  d ire c t  consequence o f our 
a c tio n . The va lu e  of such a process l i e s  in  the fa c t  
th a t  i t  may in flu e n c e  what l i e s  ahead. A t th is  p o in t the
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connection of experience w ith  r e f le c t io n ,  method, and 
subject m a tte r  is  apparent. For i t  is  r e f le c t io n  or 
method th a t  enables present experience to  in flu e n c e  
fu tu re  a c t iv i t y  and to  make o f i t  sub ject m a tte r .
Th ink ing  is  but an attem pt to  render experience  
m eaningful. Th inking  enables ue to  look ahead and to  
p re d ic t p o ss ib le  r e s u lts .  I t  g ives us c o n tro l o f the  
s itu a t io n  or enables us to  act w ith  an end in  v ie w ,^
2, Dewey, John, "C re a tive  In te l l ig e n c e ,"  Henry 
H o lt Co, Hew Y ork , 1917, Pp 1 7 -2 3 ,
To be s p e c if ic , i t  supp lies  us w ith  a method. To r e f le c t  
on a th in g  is  to  see i t  not as a completed fa c t  bu t as 
something th a t has re fe rence  to  th in g s  y e t to  be . And 
th is  is  e x a c tly  the r e la t io n  of r e f le c t io n  to  subject 
m atter; i t  makes o f i t  a th in g  th a t  has re fe re n ce  to  
something e ls e . As fo r  i t s  r e la t io n  to  experience , 
s u ffic e  i t  to  say th a t th in k in g  o r ig in a te s  in  exp erie n ce . 
Method is  a way o f doing or d ire c t in g  something. 
Applying th is  to  experience , we get: Method is  a way o f
d ire c tin g  experience . I t  im p lies  how, but in  o rder to  be 
a how th e re  must be a w hat.  Method, then , may be c a lle d  
the how or th e  experienc ing  o f experience; and subject 
m atte r the  what o r the content of experience . But in  
order to  a r r iv e  a t the meaning of the how and the what 
of experience something e ls e — r e f le c t io n — is  necessary. 
For, as has a lready been s ta ted , r e f le c t io n  is  the method 
o f m eaningful experience .
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I f  a method can be devised th a t  w i l l  d ire c t  exper­
ience so th a t i t  re s u lts  in  the f u l le s t  p o ss ib le  l i f e ,  
subject m a tte r  w i l l  become the le a s t  o f our w o rr ie s . I t  
w i l l ,  to  a la rg e  e x te n t, take  care o f i t s e l f .  I t ,  f u r ­
thermore, means th a t we do not have to  th in k  of sub ject 
m atter as something e x is t in g  before the act o f le a rn in g ,  
fo r  we cannot be sure what experience has to  o f fe r  u n t i l  
we experience i t .  Th is does not render su b ject m a tte r  
less im portant than i t  fo rm erly  was, but i t  does assure 
us th a t i t  has a d ire c t  p lace in  experience and w i l l ,  
consequently, make i t s  g re a te s t c o n tr ib u tio n  to  l i f e .
I t  is ,  th e re fo re , apparent th a t  experience , r e f le c ­
t io n , method, and sub ject m atte r are in sep arab ly  connected, 
th a t they are phases o f the same process which may be 
c a lle d  l i f e ,  experience , growth, or ed ucatio n . Meaning­
fu l  experience is  dependent upon r e f le c t io n ;  r e f le c t io n  
is  method; method is  the d ire c tin g  o f experience, and 
subject m a tte r  is  the content of experience; and exper­
ience is  ed ucatio n . The e s s e n tia ls  or elements o f one 
are id e n t ic a l w ith  those o f a l l  the o th ers . They are: 
"Problem, c o lle c t io n  and an a lys is  o f data, p ro je c tio n  and 
e la b o ra tio n  o f suggestions or id eas , experim ental a p p lic a ­
t io n  and te s t in g , and the re s u lt in g  conclusion or judg- 
*
ment,"
3 , Dewey, John, "Democracy and E d u c a tio n ," 
M acm illan  Co, New Y o rk . 1933. P 203,




W hile  the ph ilosophy o f the school o r o f ed u c a tio n  is  
the main theme o f th is  study, i t  must be noted th a t  a 
decided s o c ia l emphasis pervades the whole d is c u s s io n . I t  
is  tre a te d  from two d i f f e r e n t ,  y e t  c lo s e ly  r e la te d ,  p o in ts  
of view *
P a rt I — - The Development o f th e  P h ilosophy U n d e rly in g  
the School as a S o c ia l I n s t i t u t i o n  beg ins w ith  th e  con­
tr ib u t io n s  o f the Greeks, th e  Romans, and th e  C h r is t ia n s  
to  ed ucatio n . These c o n tr ib u tio n s , as f i n a l l y  m o d ifie d  
by the Renaissance and th e  P ro te s ta n t R efo rm ation , re s u lte d  
in  the c la s s ic a l  and r e l ig io u s  conceptions o f ed u ca tio n  
th a t the e a r ly  c o lo n is ts  brought w ith  them to  Am erica. 
During the C o lo n ia l p e r io d  o f American ed u ca tio n  r e l ig io n  
was the keynote o f ed u ca tio n . W ith  the  advent o f the  
R evo lu tion ary  War and the founding o f the  F e d e ra l Govern­
ment, mem tu rn e d  t h e i r  thoughts to  p o l i t i c s  and c i t i z e n ­
ship which in e v ita b ly  found t h e i r  way in to  th e  schoo l.
The in d u s t r ia l  re v o lu t io n  and o th e r economic and s o c ia l  
fo rces  o f the  n in e te e n th  century brought w ith  them d e s ire  
fo r  economic g a in  which re s u lte d  in  what we p o p u la r ly  c a l l  
"rugged Americanism" or in d iv id u a lis m . Thus arose a new
m otive f o r  e d u c a tio n -- - th e  economic which even today is
regarded by c e r ta in  ves ted  in te re s ts  as being the c h ie f  
fu n c t io n  o f th e  school. The works o f men l ik e  Rousseau, 
P e s ta lo z z i,  Herb a r t ,  and Froebel took roo t in  Am erica; and
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th e s e , to g e th e r  w ith  s o c ia l iz in g  fo rc e s  th a t  were a lre a d y  
a t work, made o f the school an agency f o r  s o c ia l c o n tro l  
and in te g r a t io n .  B r ie f ly ,  the ph ilosophy o f the American  
School is  a composite o f r e l ig io u s , p o l i t i c a l ,  economic, 
and s o c ia l in f lu e n c e s , each o f which has been dominant 
a t some p e rio d  during  i t s  e v o lu t io n . T h is , in  some 
measure, accounts f o r  th e  com plex ity  o f p re s en t day educa­
t io n  and fo r  i t s  confusion in  the m idst o f a com p lica ted  
s o c ia l o rd e r.
P a r t  I I - -  A P h ilo s o p h ic  In te r p r e ta t io n  o f Some M a jo r  
Trends in  E du catio n  as they A ffe c t  the S o c ia l S ta tu s  o f  
the S choo l-— attem pts  to  a r r iv e  a t  an accep tab le  under­
standing o f c u ltu re , m ora ls , cu rricu lu m , ex p erie n ce , re ­
f le c t io n ,  method, and s u b je c t -m a t te r - - -a n  understand ing  
th a t  f i t s  in  w ith  the s o c ia l conception o f the  school. 
C ultu re  is  ta ken  to  mean something th a t  grows w ith  th e  
in d iv id u a l as th e  " s e l f ” and a l l  i t s  c a p a c it ie s  becomes 
id e n t i f ie d  w ith  a c t iv i t i e s  o f m eaningful experience th a t  
le a d  to  h ig h e r  p lanes o f a c tio n . I t  means a constant deep­
ening and expansion o f the meanings found in  exp erie n ce . 
M orals beg in  in  the im p u ls ive  nature o f the c h ild  and 
through choice and sharing  w ith  o thers  re s u lt  in  the develop­
ment o f th e  b e s t " s e l f " .  As here conceived moral and 
s o c ia l are synonomous term s, Bach is  as broad as our acts  
and re la t io n s h ip s  w ith  o th e rs . The cu rricu lum  is  but an 
attem pt to  system atize  a l l  the fa c to r s .th a t  e n te r  in to  and 
a f fe c t  ex p erie n c e . I t  i s  ever in  the process of fo rm atio n .
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e v e r changing and growing as co n d itio n s  change. A l l  
fa c to rs  th a t have a p lace  in  experience have a p lace  in  
the c u rr ic u lu m . In  f a c t ,  the th in g s  th a t  c h ild re n  do, 
a c t, th in k , and say are th e  cu rric u lu m . E xperience i s  a l l  
one w ith  ed u ca tio n , grow th, l i f e .  I t  i s  not a mere passive  
a c t iv i t y .  There is  p resen t in  each genuine experience an 
a c tio n  and a consequence o f the a c tio n . We a c t, and in  
tu rn , are acted  upon. I t  is  a t th is  p o in t th a t  r e f le c t io n  
e n te rs . Unless we see the consequence as the  d ire c t  re s u lt  
of our a c t, experience has no educative  v a lu e . R e f le c t io n  
su p p lies  the  connecting  l in k ,  and renders p a st experience  
a v a ila b le  f o r  p resen t and fu tu re  use. In  a d d it io n , i t  
enables us to  fo resee  what may happen next thereby en ab lin g  
us to  ad ju s t ourselves to  i t .  Method is  a way o f le a rn in g  
or a means o f d ire c t in g  experience to  a successfu l outcome. 
I t  a p p lie s  p r im a r i ly  to  the le a rn e r .  S u b je c t-m a tte r  in ­
cludes e v e iy th in g , o b je c ts , people, a c t iv i t i e s ,  customs, 
p ra c t ic e s , e t c e te ra  th a t  e n te r  in to  experience . I t  is  
more e f fe c t iv e  when used in t r in s ic a l ly  o r when a c tu a l 
s itu a t io n s  in  experience demand i t s  use. A f te r  these  
conceptions have been b u i l t  up, an attem pt is  made to  show 
how the school can make use o f them, c h ie f ly  through con­
cern ing  i t s e l f  w ith  l i f e  and a c t iv i t ie s  th a t are a n a tu ra l  
p a r t  o f th e  l i f e  process.
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